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Overview of the Span 3 
 4 

During their middle years students undergo some of the most striking 5 

transformations in human development. These transformations occur in the 6 

development of brain and cognitive functioning, physical and hormonal growth, and 7 

psychological and social awareness. As children enter puberty a spurt in brain growth 8 

occurs after which the brain undergoes a process of consolidation (pruning and 9 

myelination) that continues throughout adolescence. Tied to this growth and 10 

consolidation is an increase in the ability to think abstractly, solve problems, and 11 

consider multiple perspectives; however, these increases do not proceed at a uniform 12 

pace for all adolescents or even within individuals. This uneven growth is also true of 13 

physical and sexual development as young adolescents mature along different 14 

timelines, often marked by differences between boys and girls. Body consciousness and 15 

increased social awareness can make for awkward moments for students in grades six 16 

through eight as they work to establish their own sense of themselves as individuals 17 

and within peer groups (NIMH 2011; Alexander and Fox 2011).  18 

The turbulence of the middle years can challenge both educators and families. 19 

Middle grades educators encounter students who are highly changeable—happy one 20 

moment and sad the next, easily embarrassed, often distractible, and sensitive to 21 

criticism. At this age students crave social affiliation while still wanting adult guidance 22 

and approval. Adults who are successful in connecting with young adolescents are 23 

perceived as caring; they capture students’ interests and help students pay attention by 24 

“tapping into this warehouse of emotions” (CDE 2010). Successful educators use their 25 

enthusiasm to challenge young adolescents’ increasing capacity to learn new 26 

information, perceive new connections and perspectives, and experience the pleasure 27 

of creating new knowledge. Young adolescents’ quest for autonomy, relevance, 28 

meaning, and competence begins in earnest during these years, and motivation and 29 

engagement become critical factors in students’ school success. Educators help 30 

students harness their abilities to focus, offering repeated opportunities to practice while 31 

also providing novel ways to learn and promoting positive peer relationships (CDE 32 

2010). Importantly, as students in the middle school years explore the various layers of 33 
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their identities, the adults around them exude acceptance, understanding, and validation 34 

of who they are as individuals and as members of various cultural, linguistic, religious, 35 

and many other types of groups1. 36 

The school setting may represent a change for some students as they enter a 37 

middle school organized by departments and experience days divided by different 38 

periods and multiple teachers. Expectations for personal responsibility and academic 39 

performance increase at these grades as student begin their transition into the world of 40 

secondary schooling. For students who are new to the American schooling system, 41 

including English learners who immigrate to the U.S. just prior to or during the middle 42 

school years, differences in language, culture, race and ethnicity, religion, and prior 43 

schooling experiences may both complicate and amplify these already complex 44 

transitions. 45 

The overarching ELA/literacy and ELD goal, readiness for college, career, and 46 

civic life, takes on new meaning as educators help young adolescents start to connect 47 

their learning to their future adult lives. Middle school students’ expanding cognitive 48 

abilities position them to make big strides in acquiring the second goal—the capacities 49 

of literate individuals (demonstrating independence; building strong content 50 

knowledge; responding to varying demands of audience, task, purpose, and discipline; 51 

comprehending as well as critiquing; valuing evidence; using technology and digital 52 

media strategically and capably; and coming to understand other perspectives and 53 

cultures). Their interactions with a growing body of literary and informational texts and 54 

performances help students move towards the goal of being broadly literate. So too do 55 

students’ interactions with a range of technology and digital media, instructional modes 56 

(including inquiry-based, collaborative, and direct), and global cultures and perspectives 57 

prepare them for the goal of successfully navigating life in the 21st century.  (See the 58 

Introduction to the Framework and Chapter 2 for discussions of these goals.) 59 

The CA CCSS for ELA/Literacy for grades six through eight represent a big leap 60 

for students as they move from the elementary grades to the middle grades. Moving 61 

beyond details and examples, students now are expected to cite textual evidence to 62 

1 See Chapter 9 – Equity and Access – for some of the groups with which young adolescents may 
identify. 
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support their analysis of what the text states explicitly and what they infer from it. 63 

Argument is introduced at grade six, and students are expected to go beyond stating 64 

reasons and evidence by tracing and evaluating arguments and claims in texts and 65 

writing their own arguments, rather than opinions, to support claims with clear reasons 66 

and relevant evidence. The CA ELD Standards also introduce argument at grades six 67 

through eight, echoing the growing sophistication of the thinking expected at this level. 68 

These expectations exist across the many disciplines that students study; new to 69 

grades six through eight are specific literacy standards in history/social studies, science, 70 

and technical subjects for the strands of reading and writing. Not only do students 71 

engage in careful analyses of texts in English language arts, they do so in history/social 72 

studies, science, mathematics, arts, world language, and physical education as well. 73 

Students write to argue, explain, and inform in all areas of the curriculum.  74 

Teachers at these grades are guided by standards for reading, writing, speaking 75 

and listening, and language that make clear what students are to know and do; English 76 

language arts teachers are guided by the CA CCSS for ELA, while teachers in all other 77 

disciplines are guided by the CA CCSS for Literacy. Every teacher uses the CA ELD 78 

Standards to determine how to support their ELs in achieving the CA CCSS for 79 

ELA/Literacy and the content standards specific to each discipline. In elementary 80 

school, the various disciplines were most often taught by one teacher, and students 81 

most often spent their days in one classroom. In middle school, students most often 82 

learn in a variety of classrooms with a variety of teachers—teachers who in this grade 83 

span more than ever before need to work together to ensure that the experience of 84 

each student is sufficiently coordinated and articulated to accomplish these goals. 85 

Teacher collaboration to plan curriculum, assess student progress, develop schedules, 86 

examine instruction, and adjust lessons according to student needs is critical. As stated 87 

in the introduction, the CA CCSS for ELA/Literacy “insist that instruction in reading, 88 

writing, speaking, listening,2 and language be a shared responsibility within the school” 89 

2 As noted throughout this framework, speaking and listening should be broadly interpreted to include 
signing and viewing for Deaf and hard-of-hearing students whose primary language is American Sign 
Language (ASL). Students who are deaf and hard of hearing who do not use ASL as their primary 
language but use amplification, residual hearing, listening and spoken language, Cued Speech and Sign 
Supported Speech, access general education curriculum with vary modes of communication.  

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 

                                                        

http://www.cde.ca.gov/sp/el/er/eldstandards.asp


May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 6 of 196 

(CDE 2013, 3). This obligation extends to all students, including English learners, 90 

students with disabilities, and students who experience reading difficulties.  91 

All students in grades six through eight are expected to comprehend literary 92 

works and informational and technical materials of increasing length and complexity, 93 

basing their analyses and inferences on explicit and relevant evidence from the texts. 94 

Students in this span expand on their ability to analyze ideas, literary elements, and 95 

connections in what they read, hear, and/or view, while incorporating these skills into 96 

their own writing and presentations. They write and present in different genres, including 97 

arguments supported by evidence, informative/explanatory texts with clear organization, 98 

and well-structured narratives exhibiting effective literary techniques. Their research 99 

projects draw on numerous sources, incorporating multimedia in both the information 100 

gathering and production phases, and are often conducted across multiple disciplines. 101 

Middle school students engage in collaborative discussions while considering ideas and 102 

information expressed by others. As they evaluate the impact of author’s choices, their 103 

appreciation for uses of language becomes more sophisticated, including understanding 104 

of concepts such as tone, analogy, allusion, dramatic irony, and connotative meanings. 105 

Students also learn to analyze authors’ reasoning and use of text features. Their control 106 

of conventions of standard English grows more sophisticated, as does their awareness 107 

and proficiency in a range of academic registers in a variety of disciplines.  108 

Students who are ELs engage in all of these academic activities at the same time 109 

they are learning English as an additional language, and some students may be 110 

simultaneously developing literacy and academic skills in languages other than English. 111 

It is important to note that, even as students learn English as an additional language, 112 

California values the primary languages of its students and encourages continued 113 

development of those languages. All students benefit from knowing more than one 114 

language, and middle school is an optimal time to begin or continue the development of 115 

multilingualism. This is recognized by the establishment of the State Seal of Biliteracy. 116 

(See the Introduction to the Framework.)  117 

California’s diverse population includes students with disabilities. These students 118 

also participate in the rigorous ELA/literacy curriculum. Expectations are high, but 119 

accompanying high expectations are appropriate instruction (including collaborations 120 
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among specialists, teachers, and families) and supports and accommodations that allow 121 

for students’ achievement of the skills and knowledge called for by the CA CCSS for 122 

ELA/Literacy and, as appropriate, the CA ELD Standards. 123 

This chapter provides guidance for supporting the achievement of all students in 124 

grades six through eight of the CA CCSS for ELA/Literacy and, additionally for ELs, the 125 

CA ELD Standards. It begins with a brief discussion of the importance of the integrated 126 

and interdisciplinary nature of the language arts. It then highlights key themes in English 127 

language arts and in literacy across the disciplines, including selected instructional 128 

practices; ways to support students strategically, including those with disabilities or 129 

reading difficulties; and appropriate ELD instruction. Grade-level sections provide 130 

additional guidance for grades six, seven, and eight. Complete listings of the grade-level 131 

CA CCSS for ELA/Literacy and the CA ELD Standards are provided following each 132 

grade-level section. 133 

An Integrated and Interdisciplinary Approach 134 

  The CA CCSS for ELA/Literacy and the CA ELD Standards recognize the role 135 

that complex skills in literacy and language analysis and applications play across the 136 

curricula. The language arts are used in all content areas to acquire knowledge and 137 

inquiry skills (through reading, listening, viewing, and conversing) as well as convey 138 

knowledge in a variety of modes (writing, speaking, and incorporating multimedia). 139 

Although presented separately in the CA CCSS for ELA/Literacy, the strands of reading, 140 

writing, speaking and listening, and language are learned and used by students in an 141 

interrelated fashion. This relationship is made even more visible by the focus on literacy 142 

across the content areas in grades six through eight.  143 

This integrated and interdisciplinary approach holds special promise for students 144 

in the middle grades. A curriculum that is challenging, exploratory, integrative, and 145 

relevant is identified as an essential characteristic of effective middle grades schools 146 

(Association for Middle Level Education 2010). So too are organizational structures, 147 

such as collaboration among teachers and flexible scheduling, that foster purposeful 148 

learning and meaningful relationships. Teachers in these settings plan and teach in 149 

small interdisciplinary teams and share common planning time; flexible schedules 150 

permit longer and shorter blocks of time that allow for a range of instructional practices, 151 
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including inquiry-based projects, service learning activities, experimentation in science, 152 

and more (McEwin and Greene 2011). The integrated and interdisciplinary approach 153 

calls for the very type of 21st century learning that engages active and passionate 154 

middle grades students—learning that fosters creativity, collaboration, communication, 155 

and critical thinking, is globally focused, and utilizes technology in meaningful ways. 156 

(See Chapter 10 for more on learning in the 21st century.)  157 

 The reciprocal relationship between the language arts and content learning is 158 

made explicit in the CA CCSS for ELA/Literacy as discussed above. Indeed, literacy 159 

expectations are found throughout all of California’s subject matter content standards as 160 

shown in the examples below from a variety of CA content areas in grades six through 161 

eight.  162 

• Construct an argument supported by empirical evidence that changes to physical 163 

or biological components of an ecosystem affect populations (NGSS, MS-LS2-4). 164 

• Describe situations in which opposite quantities combine to make 0. For 165 

example, a hydrogen atom has 0 charge because its two constituents are 166 

oppositely charged (California’s CCSS Grade 7 Mathematics Standard 7.NS.2a). 167 

• Explain the significance of Greek mythology to everyday life and how Greek 168 

literature continues to permeate our literature and language today, drawing from 169 

Greek mythology and epics, such as Homer's Iliad and Odyssey, and from 170 

Aesop's Fables (California Grade Six History/Social Science Content Standard 171 

6.4.4). 172 

• Explain the variety of roles dance plays among different socioeconomic groups in 173 

selected countries (e.g., royalty and peasants) (California Grade Eight Visual and 174 

Performing Arts Dance Content Standard 3.2). 175 

• Practice effective communication skills to prevent and avoid risky situations 176 

(California Grade Six Health Education Standard 4.1.S). 177 

Similarly, for classrooms with ELs, the components of the CA ELD Standards 178 

(Interacting in Meaningful Ways, Learning About How English Works, and Using 179 

Foundational Literacy Skills) are integrated throughout the curriculum, rather than being 180 

addressed exclusively during designated ELD time. Snapshots and longer vignettes 181 

presented in the grade level sections of this chapter illustrate how the CA CCSS for 182 
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ELA/Literacy strands, the CA ELD Standards, and content-area instruction can be 183 

integrated to create an intellectually-rich and engaging literacy program. This integration 184 

of the development of English as an additional language in ELA and all academic 185 

content courses also necessitates collaboration among ELD and content area 186 

instructors as well as curriculum developers. Given these interrelationships, all teachers 187 

become teachers of language—the language needed to understand, engage with, and 188 

communicate about written texts, digital formats, and oral discourse in each discipline. 189 

Key Themes of ELA/Literacy and ELD Instruction 190 

This section discusses the five themes of California’s ELA/literacy and ELD 191 

instruction as they apply to grades six through eight: meaning making, language 192 

development, effective expression, content knowledge and foundational skills. 193 

See Figure 6.1. In the discussions of each theme, instruction in both English language 194 

arts and literacy in history/social studies, science, and technical subjects will be 195 

addressed. Impacting all students is the context in which learning occurs, and critical 196 

features of the instructional context envisioned as supporting the achievement of the 197 

goals of ELA/ELD programs are displayed in the white field of Figure 6.1. Highlighted in 198 

Figure 6.2 is research on two important elements of this context, motivation and 199 

engagement. See also the Introduction to the Framework and Chapter 2. 200 
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  201 

Figure 6.1. Goals, Context, and Themes of the CA CCSS for ELA/Literacy and the CA 202 

ELD Standards 203 

 204 

Figure 6.2. Motivation and Engagement 205 

Educators should keep issues of motivation and engagement at the forefront of their work to assist 

students in achieving the CA CCSS for ELA/Literacy and the CA ELD Standards. The panel report 

Improving Adolescent Literacy: Effective Classroom and Intervention Practices (Kamil, and others 2008) 

makes clear the importance of addressing motivation and engagement throughout the grades and 

recommends the following practices in classrooms with adolescents: 

1. Establish meaningful and engaging content-learning goals around the essential ideas of a discipline 

as well as the specific learning processes students use to access those ideas. 

• Monitor students’ progress over time as they read for comprehension and develop more control 

over their thinking processes relevant to the discipline. 

• Provide explicit feedback to students about their progress. 

• Set learning goals. When students set their own goals, they are more apt to fully engage in the 

activities required to achieve them. 

2. Provide a positive learning environment that promotes students’ autonomy in learning. 

• Allow students some choice of complementary books and types of reading and writing activities. 

• Empower students to make decisions about topic, forms of communication, and selections of 

materials. 

3. Make literacy experiences more relevant to students’ interests, everyday life, or important current 

events (Guthrie, Wigfield, Metsala and Cox 1999). 
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• Look for opportunities to bridge the activities outside and inside the classroom. 

• Find out what your students think is relevant and why, and then use that information to design 

instruction and learning opportunities that will be more relevant to students. 

• Consider constructing an integrated approach to instruction that ties a rich conceptual theme to a 

real-world application. 

4. Build in certain instructional conditions, such as student goal setting, self-directed learning, and 

collaborative learning, to increase reading engagement and conceptual learning for students (Guthrie, 

and others, 1999; Guthrie, Wigfield, and VonSecker 2000). 

• Make connections between disciplines, such as science and language arts, taught through 

conceptual themes. 

• Make connections among strategies for learning, such as searching, comprehending, interpreting, 

composing, and teaching content knowledge. 

• Make connections among classroom activities that support motivation and social and cognitive 

development.  

Contributing to the motivation and engagement of diverse learners, including English learners, is 

the teachers’ and the broader school community’s open recognition that students’ primary languages, 

dialects of English used in the home, and home cultures are resources to value in their own right and also 

to draw upon in order to build proficiency in English (De Jong and Harper 2011; Lindholm-Leary and 

Genesee 2010). Teachers can do the following: 

• Create a welcoming classroom environment that exudes respect for cultural and linguistic 

diversity. 

• Get to know students’ cultural and linguistic backgrounds and how individual students interact 

with their primary language, home dialect, and home cultures. 

• Include the primary language and home culture in instruction (e.g., through bilingual education, 

showing students similarities and differences between their primary language or dialect of English 

and the “Standard English” of school, openly affirming students’ primary languages or home 

dialects). 

• Use complex texts that accurately and respectfully reflect students’ cultural, linguistic, and social 

backgrounds so that students see themselves in the curriculum. 

• Continuously expand their understandings of culture and language so as not to oversimplify 

approaches to culturally and linguistically responsive pedagogy. (For guidance on implementing 

culturally and linguistically responsive teaching, see Chapters 3 and 9.) 

 206 

To improve adolescent literacy, the Institute of Education Sciences (IES) Practice 207 

Guide, Improving Adolescent Literacy: Effective Classroom and Intervention Practices 208 
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(Kamil, and others 2008) offers five research-209 

based recommendations. The 210 

recommendations are the following: 211 

• Provide direct and explicit 212 

comprehension strategy instruction 213 

• Provide explicit vocabulary instruction 214 

• Provide opportunities for extended 215 

discussion of text meaning and 216 

interpretation 217 

• Increase motivation and engagement 218 

in literacy learning 219 

• Make available intensive individualized interventions for struggling readers taught 220 

by qualified specialists 221 

These recommendations echo, in part, the themes and contexts of the CA CCSS for 222 

ELA/Literacy and the CA ELD Standards and will be addressed in the discussions that 223 

follow. 224 

Meaning Making  225 

Meaning making is central in each of the strands of the CA CCSS for 226 

ELA/Literacy in grades six through eight. Reading standards for literature and 227 

informational text in English language arts, as well as reading standards for literacy in 228 

history/social studies and science and technical subjects, require students to 229 

understand ideas and information from a range of types of texts and media formats that 230 

are increasingly complex. Writing standards require students to convey meaningful 231 

content as they use evidence from texts they have read to present an argument, 232 

explain, and persuade. Speaking and listening standards require students to share 233 

ideas and thoughts with one another in text-based discussions, and language standards 234 

require students to both clarify and interpret nuances of the meaning of words they 235 

read. As students engage with specific subject area disciplines, they are expected to 236 

learn from what they read as texts become increasingly complex and academic. In other 237 

words, as in all prior grades, meaning making is central and cuts across the strands of 238 

standards. 239 
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Meaning making is also emphasized in the CA ELD Standards, particularly in the 240 

standards for the Interpretive mode in Part I: Interacting in Meaningful Ways, which 241 

focuses on listening actively, reading closely and viewing critically, evaluating how well 242 

writers and speakers use language, and analyzing how writers and speakers use 243 

vocabulary and other elements of language for specific purposes. The standards in Part 244 

II: Learning About How English Works are also critical for building awareness and 245 

understanding of the discourse patterns, grammatical structures, and vocabulary of the 246 

English language that ELs need to understand and develop proficiency with in order to 247 

make meaning of complex academic texts. 248 

By the end of grade five students learned to quote accurately from a text when 249 

explaining what it says explicitly and when drawing inferences (RL/RI.5.1), as well as to 250 

determine a theme or two or more main ideas and summarize the text (RL/RI.5.2) and 251 

draw on specific details to compare and contrast characters or events and explain 252 

relationships between two or more individuals or events (RL/RI.5.3). They learned to 253 

make sense of figurative language, such as metaphors and similes, and determine the 254 

meaning of general academic and domain-specific words (RL/RI.5.4), compare and 255 

contrast the overall structure of two or more texts (RI.5.5), and analyze different points 256 

of view and accounts of the same event or topic (RI.5.6). By the end of grade five 257 

students learned to analyze how visual and multimedia elements contribute to meaning, 258 

tone or beauty of a text (RL.5.7), and they learned to draw on information from multiple 259 

print or digital sources to locate an answer or solve a problem (RI.5.7). They can explain 260 

how an author uses evidence to support points in a text (RI.5.8), compare and contrast 261 

texts in the same genre with similar themes or on the same topic (RL.5.9), and integrate 262 

information from different texts (RI.5.9). By the end of grade five, they read 263 

independently and proficiently texts at the high end of the grades four through five text 264 

complexity band. They also learned to share meaning through writing, communicating 265 

opinions, information, and stories with others (W.5.1-3) and through discussions and 266 

presentations (SL.5.1-6). And, they learned about oral and written language 267 

conventions in order to more clearly convey meaning (L.5.1-6). 268 

 New to grades six through eight in the reading strand, significantly more rigorous 269 

concepts of evidence, argumentation, and integration and analysis of multiple sources 270 
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and perspectives emerge in meaning making. The following list alternates between 271 

standards for English language arts (ELA) and literacy in history/social studies, science, 272 

and technical subjects (H/SSST). These are interspersed to highlight the connections 273 

between ELA and H/SSST, as well as their distinctions. 274 

• In ELA, citing textual evidence to support analysis of text (RL/RI.6.1) exercising 275 

increasing sophistication by citing multiple pieces of evidence (RL/RI.7.1) and 276 

identifying the evidence that most strongly supports an analysis of text 277 

(RL/RL.8.1) 278 

• In H/SS, citing textual evidence to support analysis of primary and secondary 279 

sources (RH.6-8.1); in science and technical subjects, citing textual evidence to 280 

support analysis of science and technical texts (RST.6-8.1) 281 

• In ELA, determining central themes or ideas in text and summarizing with 282 

increasing objectivity (RL/RL.6-8.2); analyzing the development of central themes 283 

and ideas over the course of the text (RL/RI.7-8.2) 284 

• In H/SSST, determining central ideas, information, or conclusions of a source or 285 

text and providing summaries distinct from prior knowledge and opinions 286 

(RH/RST.6-8.2) 287 

• In ELA, analyzing interactions, connections, and distinctions between and among 288 

individuals, incidents, elements, and ideas within text (RL/RI.7-8.3) 289 

• In H/SS, identifying key steps of a process described in text (RH.6-8.3); in 290 

science and technical subjects, following precisely multistep procedures (RST.6-291 

8.3) 292 

• In ELA, analyzing use of text features (RL/RI.6-8.5a); analyzing how structure of 293 

texts contributes to meaning, style, and development of ideas (RL/RI.6-8.5) 294 

• In H/SSST, describing how a text presents information (RH.6-8.5) and analyzing 295 

how organizational structures contribute to understanding a topic (RST.6-8.5) 296 

• In ELA, determining authors’ purposes (RI.6-8.6) and analyzing how authors 297 

acknowledge and respond to different points of view (RI.8.6) and how the 298 

different points of view of the author, characters, narrators, and audiences create 299 

literary effects (RL.8.6) 300 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 15 of 196 

• In H/SS, identifying aspects of text that reveal author’s point of view (RH.6-86); in 301 

science and technical subjects, analyzing the author’s purpose in providing an 302 

explanation, description, or discussion (RST.6-8.6) 303 

• In ELA, analyzing different written, oral, and multimedia versions of texts and 304 

evaluating the impact of choices made by authors, directors, and actors (RL.7-305 

8.7) and the advantages and disadvantages in presenting ideas (RI.7-8.7) 306 

• In H/SSST, integrating quantitative and visual information with other information 307 

in print and digital texts (RH/RST.6-8.7) 308 

• In ELA, tracing and evaluating the argument and specific claims in a text (RI.6-309 

8.8) assessing whether reasoning is sound and evidence is relevant (RI.7-8.8) 310 

• In H/SSST, distinguishing among facts, reasoned judgments, and opinions or 311 

speculation in a text (RH/RST.6-8.8) 312 

• In ELA, comparing and contrasting different forms or genres (RL.6.9), fictional 313 

and historical accounts (RL.7.9), and one author’s presentation with another 314 

(RI.6.9); analyzing two or more authors’ texts (RI.7.9), two or more conflicting 315 

texts (RI.8.9), and how authors draw upon themes, patterns, and characters from 316 

traditional texts and render new material (RL.8.9) 317 

• In H/SS analyzing relationships between primary and secondary sources (RH.6-318 

8.9); in science and technical subjects compare and contrast information from 319 

multiple sources and from written texts (RST.6-8.9) 320 

In the writing strand, meaning making now includes the following: 321 

• In ELA, writing arguments to support claims, selecting relevant content in 322 

informative/explanatory essays, and using language in more sophisticated ways 323 

to develop narratives (W.6-8.1-3) 324 

• In H/SSST, writing arguments and informative/explanatory texts focused on 325 

discipline-specific content (WHST.6-8.1-2) 326 

In the speaking and listening strand, meaning making now includes the following: 327 

• In ELA and H/SSST, analyzing ideas (SL.6-7.2) and evaluating purposes and 328 

motives (SL.8.2) presented orally and in diverse media; presenting claims and 329 

findings orally (SL.6-8.4) 330 
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See the section on language development in this overview of the span for 331 

Language standards related to meaning making new to grades six through eight.  332 

 The CA ELD Standards intersect with and amplify these CA CCSS for 333 

ELA/Literacy. English learners in grades six through eight explain ideas, phenomena, 334 

processes and relationships based on close reading of texts, making inferences and 335 

drawing conclusions (ELD.PI.6-8.6a-b). They evaluate and analyze language choices, 336 

explaining how well writers and speakers use language to present ideas and claims that 337 

are well supported (ELD.PI.6-8.7) and explaining how phrasing or different words with 338 

similar meanings produces shades of meaning and nuances (ELD.PI.6-8.8). English 339 

learners also express their ideas through writing and presenting (ELD.PI.6-8.9-11) using 340 

an expanded set of general academic words (ELD.PI.6-8.12), and engage in 341 

collaborative discussions (ELD.PI.6-8.1-3) while adjusting their language choices 342 

according to task (ELD.PI.6-8.4). English learners do all this by applying their 343 

understanding of how English works on a variety of levels: how different text types are 344 

organized and structured to aid comprehending and writing, how texts can be expanded 345 

and enriched using particular language resources, and how ideas can be connected 346 

and condensed to convey particular meanings (ELD.PII.6-8.1-7). 347 

Meaning Making with Complex Text 348 

Students in grades six through eight encounter texts that are substantially more 349 

complex than those they encountered in elementary school, and by the end of grade 350 

eight they are to read at the high end of the grades six through eight complexity band 351 

independently and proficiently. The increasing complexity of text occurs across a 352 

number of dimensions: levels of meaning and purpose; text structure; linguistic features 353 

and language conventions, including vocabulary; and knowledge demands, including 354 

life experiences, cultural and literary knowledge, and content knowledge. (See Chapter 355 

2.) Texts judged as relatively simple on a measure of quantitative complexity may be far 356 

more complex because of one or more of these dimensions. Students’ growing 357 

cognitive capacities at this age enable them to grapple with ideas and concepts that are 358 

more difficult; however, students’ comprehension may be constrained by their level of 359 

exposure and depth of knowledge in each content area, the breadth of their vocabulary, 360 

their understandings of the features of academic language and standard English 361 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 17 of 196 

beyond vocabulary, their command of the foundational skills in reading, or other 362 

dimensions. Text complexity is also affected by the tasks that students are asked to do. 363 

For example, for many students, it may be easier to summarize a text and determine its 364 

central argument and claims than it is to assess whether the reasoning is sound and if 365 

irrelevant evidence has been introduced. 366 

To support students as they grapple with complex readings, teachers need to 367 

understand the text and task dimensions that contribute to the complexity of a text or 368 

texts and consider the background and skills of their students. Teachers should work 369 

together to analyze the features of texts they will use in lessons at a grade level or in an 370 

interdisciplinary project. They should then identify the ways in which they can scaffold 371 

instruction for students to increase comprehension. As students encounter rich and 372 

demanding texts, it is important that they engage deeply and call upon their own 373 

thinking to make meaning of what they read. Teachers can support students’ meaning 374 

making by calling attention to text features and the language used in texts, bringing 375 

students back to texts to reread for different purposes, supporting their background 376 

knowledge, and more. As students increase their volume of reading and build stamina 377 

for engaging with intriguing and complicated concepts and language, they will make 378 

steady progress towards the upper ends of the text complexity band for grades six 379 

through eight. (See Chapter 2 for more on text complexity.) 380 

Questioning. Teachers use questions during instruction to monitor student 381 

understanding, and they guide students to generate questions to help make meaning of 382 

text for themselves. Teachers can ask questions before and during reading to guide 383 

students as they interpret the meaning of text (Boardman, and others 2008). They can 384 

also teach students to generate their own questions about what they read before, 385 

during, and after reading by engaging them in metacognitive conversations about how 386 

they are making meaning from what they read. Generating questions about text 387 

engages readers and helps them establish purposes for reading (National Institute of 388 

Child Health and Human Development 2000). Different types of questioning can help 389 

students clarify meaning, speculate about text, analyze an author’s perspective, analyze 390 

the language an author uses, and focus on specific aspects of the text. Students can 391 
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also use questions to organize, elaborate, probe, and sort information and structures in 392 

a text, such as compare and contrast or cause and effect. 393 

Teachers help students make meaning as they model their own comprehension 394 

processes using think alouds and then ask students to practice the same think-aloud 395 

process. These metacognitive conversations (Schoenbach, Greenleaf, and Murphy 396 

2012) provide a way for students to figure out where their understanding is incomplete 397 

and how to clarify their confusions. Teacher modeling of the use of different types of 398 

questions also helps students go beyond clarifying questions to ask questions that 399 

engage critical thinking and analysis. For example, describing questions as “thin” or 400 

“thick” helps students conceptualize questions along a continuum from basic or obvious 401 

to more complex or unstated. Thin questions are literal, recall questions whose answers 402 

are provided in the text. Thick questions require student readers to go beyond the text 403 

and speculate, hypothesize, or make inferences (Lewin 2010). Using Bloom’s 404 

taxonomy, students can learn to identify different types of questions, ranging from 405 

questions that pull facts and information from the text, to questions that ask the reader 406 

to examine and analyze the information in the text by understanding what is missing or 407 

implied, to questions that reflect on the author’s point of view or that offer a different 408 

perspective on the topic (Bloom 1956, 2001)3. Using questions to guide student thinking 409 

and understanding helps students learn to make inferences (RL/RI.6-8.1), integrate 410 

knowledge and ideas (RL/RI.6-8.7, RI.6-8.8; RL/RI.6-8.9) and further comprehension. 411 

Using Other Comprehension Strategies. The report, Improving Adolescent 412 

Literacy: Effective Classroom and Intervention Practices, recommends that direct and 413 

explicit comprehension strategy instruction be provided. This recommendation is well-414 

supported in the research and tied to improved reading outcomes (Kamil, and others 415 

2008; Boardman, and others 2008). The goal of strategy instruction is to help students 416 

become active readers who are in charge of their own comprehension and are capable 417 

of using tools to make sense of what they read (Kosanovich, Reed, and Miller 2010). 418 

According to the National Reading Panel report (NRP 2000, as found in Boardman, and 419 

3 While both Bloom’s Taxonomy and Webb’s Depth of Knowledge (DOK) provide descriptors for levels of 
cognitive complexity, they were developed separately for different purposes. See Chapter 2 for further 
discussion of DOK levels. See Hess (2013) for a comparison of Revised Bloom’s Taxonomy and DOK. 
[Reference:] Hess, Karin. (2013) A Guide for Using Webb’s Depth of Knowledge with Common Core 
State Standards. Common Core Institute. 
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others 2008), comprehension “involves complex cognitive processes that enable the 420 

reader to gain meaning from the text and repair misunderstandings when they occur.”  421 

Successful readers monitor their own comprehension as they read and make 422 

connections between new information and prior learning, including other texts they have 423 

read, knowledge, and personal experiences (Boardman, and others 2008). When text is 424 

conceptually dense, challenging to understand, or uninteresting, successful readers use 425 

“fix-up” strategies, such as rereading or summarizing (Kosanovich, Reed and Miller 426 

2010). Teachers help all students learn ways to monitor their comprehension, be aware 427 

of their reading process, and identify and apply strategies when they are having 428 

difficulty comprehending. Repeated exposure to reading comprehension strategies 429 

interwoven with subject-area content also benefits students (Torgesen, and others 430 

2007). 431 

Guiding students to use multiple strategies with a single text passage can help 432 

students develop the flexibility they need to move back and forth between strategies. 433 

For example, a teacher might illustrate the skills of accessing prior knowledge and 434 

making connections using the same text. Selecting and using appropriate texts when 435 

modeling a new comprehension strategy is also important. For example, finding the 436 

main idea and supporting details can be demonstrated with an informational text. With 437 

literary text, students learn to identify central ideas and themes, as well as how they 438 

develop over the course of a text. Introducing a strategy with less complex text may 439 

help students learn the strategy more quickly as well. Once students successfully 440 

employ the strategy with less complex or familiar texts, working with more complex or 441 

unfamiliar texts helps them apply their newly learned skills. Teachers use formative 442 

assessment as part of the instructional process to guide their decision making about the 443 

level of scaffolding students need and how quickly responsibility can be released to the 444 

students for independent strategy use (Fisher and Frey 2014). 445 

Writing can also improve reading. Writing helps students consolidate their 446 

thinking and arrive at new understandings of text. Graham and Hebert (2010) in Writing 447 

to Read: Evidence for How Writing Can Improve Reading, identified several research-448 

based writing practices that support reading improvement (Figure 6.3): 449 

 450 
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Figure 6.3. Recommendations from Writing to Read 451 

I. Have students write about the texts they read. 

• Respond to a text in writing (writing personal reactions, analyzing and interpreting the text) 

• Write summaries of a text 

• Write notes about a text 

• Answer questions about a text in writing, or create and answer written questions about a text 

II. Teach students the writing skills and processes that go into creating text. 

• Teach the process of writing, text structures for writing, paragraph or sentence construction 

skills (Improves reading comprehension) 

• Teach spelling and sentence construction skills (Improves reading fluency) 

• Teach spelling skills (Improves word reading skills)  

III. Increase how much students write. 

 452 

 Collaborative conversations about 453 

texts also enhance comprehension. By 454 

engaging in extended conversations about 455 

complex texts, students have an 456 

opportunity to clarify their thinking and 457 

extend it. For example, when students 458 

explain their analyses of texts, using 459 

evidence from the texts to do so, they are 460 

forced to package and present their ideas 461 

in a clear, coherent, and persuasive 462 

manner, which helps them to clarify and 463 

refine their analyses. When they answer questions with elaborations, formulate and 464 

pose probing questions to others, and truly listen to their peers, their understandings of 465 

texts is extended and enhanced. 466 

Language Development  467 

All students continue to develop as learners of language throughout their 468 

academic careers, and indeed their lives. The development of academic English is 469 

critical for successful and equitable school participation as students progress through 470 

middle school and into high school. Notably, students need to build their linguistic 471 
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awareness, in other words, their conscious awareness about how language works. They 472 

need many guided opportunities to analyze how English is organized and structured in a 473 

variety of texts across academic disciplines and how the language in these texts is 474 

different depending on text type, audience, purpose, topic, and content area.  Further, 475 

they need many opportunities to experiment with language, applying what they learn 476 

and adapting their own language to express their ideas in ways that meet the 477 

expectations of different text types and contexts.  478 

Academic language broadly refers to the language used in academic texts and 479 

settings, such as those found in school. Some students in the middle grades may have 480 

developed an awareness of academic language and can use it flexibly; others, including 481 

ELs and standard English learners, may need specialized instruction to further develop 482 

their proficiency in academic English registers. Academic language shares 483 

characteristics across disciplines, but is also highly dependent upon disciplinary 484 

content. Thus, instruction in academic English benefits from collaborations among 485 

teachers across disciplines to address the variations of language use and text 486 

structures in multiple subjects and text types. (For more on the characteristics of 487 

academic English, see Chapter 2 of this framework and Chapter Five, Learning About 488 

How English Works, of the CA ELD Standards.) 489 

By the end of grade five, students expanded their language development in 490 

several ways. In the realm of vocabulary, they learned to use Greek and Latin affixes 491 

and roots as clues to meaning (L.5.4b) and acquired and accurately used grade-492 

appropriate general academic and domain-specific words and phrases that signal 493 

precise actions, emotions, or states of being (L.4.6) or signal contrast, addition, and 494 

other logical relationships (L.5.6); they also learned how to use a thesaurus (L.5.4c). 495 

They practiced expanding, combining, and reducing sentences for meaning, 496 

reader/listener interest, and style (L.5.3a) in writing and speaking, and used precise 497 

language and domain-specific vocabulary in informational/ explanatory writing (W.5.2d) 498 

and concrete words and phrases and sensory details in written narratives (W.5.3d). By 499 

the end of grade five, students also had opportunities to differentiate between contexts 500 

that call for formal English (e.g., presenting ideas) and situations where informal 501 

discourse is appropriate (e.g., small-group discussion) (L.4.3c), as well as to compare 502 
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and contrast the varieties of English (e.g., dialects, registers) used in stories, dramas, or 503 

poems (L.5.3b). They determined the meaning of words and phrases in texts relevant to 504 

grade five topics and subjects, including figurative language (RL/RI.5.4). 505 

Both the CA CCSS for ELA/Literacy and CA ELD Standards for grades six 506 

through eight reflect the importance of students’ continuing development of academic 507 

language and show how students’ language skills increase in breadth and complexity as 508 

they progress through the middle grades. Students demonstrate new understandings 509 

and increasing sophistication in the use of language to make meaning when reading, 510 

writing, speaking, and listening. New to this span in terms of developing and using 511 

academic language in the CA CCSS for ELA/Literacy across all disciplines are the 512 

following: 513 

• Varying sentence patterns for meaning, reader/listener interest, and style 514 

(L.6.3a), maintaining consistency in tone and style (L.6.3b), expressing ideas 515 

precisely and concisely while eliminating wordiness and redundancy (L.7.3a), 516 

and using verbs of various types to achieve effects (L.8.3a) when writing, 517 

speaking, reading, and listening  518 

• Tracing the etymology of words (L.7-8.4c) and verifying preliminary 519 

determinations of the meaning of a word or phrase by consulting dictionary (L.6-520 

8.4d) 521 

• Interpreting figures of speech (L.6-8.5a), using word relationships to better 522 

understand individual words (L.6-8.5b), and distinguishing among connotations of 523 

words with similar denotations (L.6-8.5c)  524 

• Gathering vocabulary knowledge when considering a word or phrase important to 525 

comprehension or expression (L6-8.6) 526 

• Determining connotative, figurative, and technical meanings of words and 527 

phrases and analyzing the impact of word choices on meaning and tone 528 

(RL/RI.6-8.4), including analogies or allusions to other texts (RL/RI.8.4); 529 

determining meaning of subject-specific words, phrases, and symbols in texts 530 

(RH/RST.6-8.4) 531 
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• Using words, phrases, and clauses to clarify relationships (W.6.1c) and create 532 

cohesion (W.7-8.1c); using appropriate transitions to clarify relationships and 533 

create cohesion (W/WHST.6-8.2c) 534 

• Using appropriate transitions to clarify relationships and precise language and 535 

domain specific vocabulary in informative/explanatory presentations (SL.6.4a); 536 

using words and phrases to create cohesion in argument presentations (SL.7.4a) 537 

By design, all of the CA ELD Standards center on building EL students’ 538 

proficiency in the rigorous academic English necessary for participation in and 539 

achievement of grade-level content. For example, in grades six through eight, the 540 

Interpretive and Productive strands now focus on ELs using increasingly sophisticated 541 

knowledge of morphology, context, and other cues to determine the figurative and 542 

connotative meanings of unknown and multiple-meaning words (ELD.PI.6-8.6c) and use 543 

an expanded set of general academic words, domain-specific words, synonyms, 544 

antonyms, and figurative language to create precision (ELD.PI.6-8.12a). Beyond 545 

vocabulary, the CA ELD Standards emphasize building students’ abilities to analyze 546 

and evaluate the language that writers use in arguments, informative/explanatory texts, 547 

and narratives (ELD.PI.6-8.7-8) and to adapt their own language choices based on 548 

context (ELD.PI.6-8.4). The CA ELD Standards also focus on ELs’ abilities to extend 549 

and apply their knowledge of text organization and structure, as well as how ideas are 550 

expanded or condensed in a variety of academic texts across the disciplines (ELD.PII.6-551 

8.1-7).  552 

All teachers create language-rich environments for students. They model use of 553 

academic language as they interact with students and provide instruction across the 554 

curriculum. They also ensure that students have many opportunities to explore and use 555 

the academic language they are learning. They engage students in structured as well as 556 

informal academic conversations with partners, in small groups, and in large groups. 557 

Instructional routines guarantee equitable participation. Crucial for all learners, but 558 

especially ELs and other culturally and linguistically diverse students, is an atmosphere 559 

of respect for all students’ efforts to communicate their ideas.  560 
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Vocabulary 561 

Research indicates that not all students have the depth and breadth of 562 

vocabulary knowledge necessary to succeed in their content-area classes (Kosanovich, 563 

Reed and Miller 2010; Nagy and Townsend 2012). At the same time, research shows 564 

that teachers can improve students’ knowledge and use of appropriate levels of 565 

academic vocabulary through explicit instruction combined with extensive exposure in a 566 

variety of ways (Kamil, and others 2008; Kosanovich, Reed and Miller 2010). Thus, a 567 

targeted and purposeful focus on vocabulary in all content areas is crucial. Vocabulary 568 

instruction will look different depending on content area and should be part of a 569 

coherent schoolwide approach to building academic vocabulary knowledge that is 570 

consistent with the larger learning goals of particular disciplines. 571 

The following research-based practices are recommended for teaching 572 

vocabulary to young adolescents: 573 

• Dedicate a portion of the regular classroom lesson to explicit vocabulary 574 

instruction (Kamil, and others 2008). 575 

• Provide new vocabulary in combination with hands-on experiences to link the 576 

term to students’ background knowledge (Cromley and Azevedo 2007; 577 

Kosanovich, Reed and Miller 2010). 578 

• Use repeated exposure to new words in multiple oral and written contexts and 579 

allow sufficient practice sessions (Graves 2006; Kamil, and others 2008). 580 

• Give sufficient opportunities to use new vocabulary in a variety of contexts 581 

through activities such as discussion, writing, and extended reading (Graves 582 

2006; Kamil, and others 2008). 583 

• Provide students with strategies to make them independent vocabulary learners 584 

(Graves 2006; Kamil, and others 2008). 585 

• Provide explicit instruction of the vocabulary needed to understand a specific text 586 

or content area by offering simple definitions prior to reading, generating 587 

examples and non-examples, or creating semantic maps that contain word 588 

families or list multiple uses of a target word (Boardman, and others 2008).  589 

Explicit vocabulary instruction increases both vocabulary and reading 590 

comprehension and is especially effective for English learners (August and Shanahan 591 
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2006; Lesaux, Kieffer, Faller, Kelley 2010) and students with disabilities (Bryant, 592 

Goodwin, Bryant, and Higgins 2003; Jitendra, and others 2004; as cited by Boardman, 593 

and others 2008). Important to note is that explicit vocabulary instruction occurs in the 594 

context of rich content learning and the use of complex texts, where the vocabulary for 595 

instruction is found, and not in isolation (e.g., memorizing word lists or definitions out of 596 

context). Explicit vocabulary instruction can also include teaching about cognates, which 597 

are a linguistic resource for vocabulary development for ELs whose native language is 598 

Latin based. Cognates are words in two or more different languages that are the same 599 

or similar in sound and/or spelling and that have similar or identical meanings. See 600 

Chapter 2 for more information on cognates in multiple languages and leveraging 601 

students’ cognate knowledge for learning English and developing biliteracy.  602 

Grammatical Understandings and Syntax 603 

Supporting students to develop academic English involves more than attending 604 

to vocabulary development. Middle school students also need to gain deeper 605 

grammatical understandings, including syntax, or the way that words are combined into 606 

phrases and sentences and the way that sentences are structured and ordered. 607 

Although formal expectations for syntax appear in high school standards, students as 608 

early as grade six (and indeed, as early as the elementary grades) can use their 609 

grammatical knowledge  to vary sentence patterns in their writing and speaking to 610 

adjust for meaning, reader or listener interest, and style (L.6.3a). They also work to 611 

express ideas precisely and concisely and eliminate wordiness and redundancy 612 

(L.7.3a).  613 

The effective application of grammatical understandings, including sentence 614 

patterns, can help students increase the information density of sentences, which is a 615 

characteristic of academic English. Students grow in their understanding of grammatical 616 

patterns as a result of extensive exposure to and guided analysis of complex texts that 617 

contain particular grammatical patterns (e.g., long noun phrases, complex sentences, 618 

embedded clauses), as well as multiple opportunities to apply these understandings in  619 

their own writing. Students gain exposure through wide reading of many types of texts 620 

that contain varied and rich grammatical structures. Speeches and debates also afford 621 

opportunities to hear and produce well-crafted oral sentences and longer stretches of 622 
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discourse. Students learn about grammatical structures when teachers draw their 623 

attention to how they are used to convey meanings, which can range from informal 624 

comments to deeper analysis of text, paragraph, sentence, clause, and phrase 625 

structures. In turn, students can emulate the writing of mentor texts they have read and 626 

analyzed and experiment with ways to incorporate these model approaches into their 627 

own writing.  628 

In addition, students can learn use metalanguage (language for discussing 629 

language) when they analyze and write texts. Using metalanguage enables them to be 630 

explicit about and discuss what is happening in language (Schleppegrell 2013; Fang, 631 

Schleppegrell, and Moore 2013). For example, many students are already familiar with 632 

using metalinguistic terms such as verb, sentence, and paragraph. Using metalanguage 633 

that focuses on meaning can help students better understand how or why writers make 634 

choices about language and how they can make more informed language choices when 635 

they write or speak. For example, teachers can help students to identify and discuss the 636 

different types of verbs they encounter in texts (e.g., doing, saying, sensing, being) and 637 

how different text types tend to use particular types of verbs. Teachers can also 638 

facilitate conversations with students in which they unpack lexically dense sentences to 639 

examine how the different grammatical features (e.g., long noun phrases, text 640 

connectives, pronoun reference) affect how the meanings are conveyed. Engaging in 641 

these types of discussions about the meanings of texts without metalanguage can be 642 

imprecise or even confusing. Metalanguage supports analytical discussions about how 643 

language works to make meaning. Furthermore, the language students examine and 644 

discuss can serve as models for students’ own writing. This language learning should 645 

be contextualized in the rich content students are learning, and teachers should 646 

facilitate active dialog about how language works, rather than teaching language in an 647 

isolated way (e.g., students silently complete grammar worksheets). The CA ELD 648 

Standards focus on the development of language awareness appropriate for academic 649 

texts. 650 
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Effective Expression 651 

The development of effective communication skills is one of the hallmarks of the 652 

CA CCSS for ELA/Literacy and the CA ELD Standards. This section provides an 653 

overview of writing, discussing, presenting, and using language conventions for the 654 

grade span. 655 

Writing 656 

By the end of grade five, students demonstrated their growing writing skills by 657 

writing multiple-paragraph texts (W.5.4), logically grouping ideas in written work to 658 

effectively convey opinions and information (W.5.1-2), and using narrative techniques to 659 

write about experiences or events (W.5.3). They drew evidence from literary or 660 

informational texts to support analysis, reflection, and research (W.5.9) paraphrasing 661 

information and listing sources (W.5.8). Students also used formatting, such as 662 

headings, and multimedia in written work to aid comprehension (W.5.2a); they produced 663 

writing appropriate to the audience, as well as 664 

the task and purpose (W.5.4), and used the 665 

Internet to produce and publish writing and to 666 

interact and collaborate with others (W.5.6). 667 

By the end of grade five, students used their 668 

keyboarding skills to produce a minimum of 669 

two pages in a single sitting (W.5.6). 670 

As students advance through the 671 

middle school grades, they become 672 

increasingly effective at expressing 673 

themselves through different genres of 674 

writing. In grades six through eight, they build on previous learning to write more 675 

complex and cohesive texts of different types for various purposes (W.6-8.1-3) 676 

continuing to develop and organize their writing in a way that is appropriate to the task, 677 

purpose, and audience (W.6-8.4). With only some guidance, they engage in planning, 678 

revising, editing, rewriting, or trying a new approach in their writing (W.6-8.5). They 679 

continue to write routinely over extended and shorter time frames for a range of 680 

discipline-specific tasks, purposes, and audiences (W.6-8.10). 681 
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New to the grades six through eight span are the following: 682 

• In ELA, writing arguments by introducing claims with relevant evidence (W.6-683 

8.1a), acknowledging and addressing opposing claims (W.7.1a), supporting 684 

counterarguments (W.7.1b), using credible sources (W.6-8.1b), creating 685 

cohesion (W.7-8.1c), and establishing and maintaining a formal style (W.6-8.1d) 686 

• In H/SSST, writing arguments on discipline-specific content by introducing claims 687 

and distinguishing them from opposing claims (WHST.6-8.1a), supporting claims 688 

logically and with relevant and accurate data and evidence (WHST.6-8.1b), and 689 

establishing and maintaining a formal style (WHST.6-8.1d) 690 

• In ELA, writing informative/explanatory texts by introducing a thesis statement 691 

(W.6-8.2a), using appropriate organization (W.6-8.2a), using appropriate (W.6-692 

8.2c) and varied (W.8.2c) transitions for clarity (W.6-8.2c) and cohesion (W.7.2c) 693 

• In H/SSST, writing informative/ explanatory texts, including narration of historical 694 

events, scientific procedures/experiments, or technical processes (WHST.6-8.2), 695 

using relevant, well-chosen facts (WHST.6-8.2b) and appropriate and varied 696 

transitions (WHST.6-8.2c) and establishing and maintaining a formal style and 697 

objective tone (WHST.6-8.2e) 698 

• In ELA, writing narratives that engage the reader and establish context (W.6-699 

8.3a) and point of view (W.7-8.3a) using language to signal shifts in time frame or 700 

setting (W.6-8.3c) and show relationships among experiences and ideas 701 

(W.8.3c)  702 

• In H/SSST, producing clear and coherent writing (WHST.6-8.4)  703 

• In ELA and H/SSST, considering how well purpose and audience have been 704 

addressed in their writing (W.7-8.5; WHST.6-8.5) 705 

• In ELA and H/SSST, using technology with less support to produce and publish 706 

writing (W.6-8.6; WHST.6-8.6), typing a minimum of three pages in a single 707 

sitting (W.6.6), linking and citing sources (W.7.6), and presenting relationships 708 

between ideas and information clearly and efficiently (W.8.6; WHST.6-8.6) 709 

• Across ELA and H/SSST, writing a balance of texts to parallel the expectations of 710 

the National Assessment of Educational Progress (NAEP) at grade eight: 35 711 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 29 of 196 

percent of writing to persuade, 35 percent to explain, and 30 percent to convey 712 

experience 713 

New to the CA ELD Standards is writing arguments collaboratively and 714 

independently (ELD.PI.6-8.10a) in longer and more detailed literary and informational 715 

texts. All students, especially ELs, benefit from a focus on making choices about how to 716 

use language in their writing for clarity, precision, and variety, adapting their choices to 717 

be appropriate for the task, purpose, and audience. For example, students learn to 718 

express attitudes and opinions or temper statements with nuanced modal expressions 719 

(ELD.PI.6-8.11b), use grade-appropriate general academic words and domain-specific 720 

words and phrases (ELD.PI.6-8.12a), and use knowledge of morphology (e.g., select 721 

prefixes and suffixes) to manipulate language for accuracy of vocabulary and sentence 722 

structure (ELD.PI.6-8.12b). They also develop their understandings about how English 723 

works to make meaning via structuring cohesive texts (ELD.PII.6-8.1-2), expanding and 724 

enriching ideas (ELD.PII.6-8.3-5), and connecting and condensing ideas in writing 725 

(ELD.PII.6-8.6-7) As do all students, ELs in middle school work their way towards full 726 

proficiency in English by becoming increasingly conscious about the language choices 727 

they make to express their ideas in writing. In other words, they learn to make 728 

intentional choices about particular language resources (e.g., cohesive devices, 729 

grammatical structures, vocabulary) in order to illustrate their content understandings. 730 

The CA CCSS for ELA/Literacy and CA ELD Standards promote writing and 731 

reading as inextricably linked. Students write about what they read (W/WHST.6-8.9) and 732 

read (and do, such as engage in hands on explorations in subject matter) in order to 733 

write (R/RH/RST.6-8.2). Students also talk about what they are reading and writing (and 734 

doing), listen to others, and present findings of research. Students integrate the use 735 

multimedia and print and digital sources in their writing and use technology to produce 736 

and publish their writing (W/WHST.6-8.6, 8). These connections argue for writing in 737 

response to all reading students do. Writing assignments may be short or long; they 738 

may be accomplished quickly or as the result of days or weeks of writing, revising, and 739 

editing. Writing in the classroom should incorporate many forms, including notes, 740 

annotations, questions, answers to questions, journal and lab entries, quickwrites, blog 741 

posts, summaries, responses, interpretations, poems, stories, drama, essays, 742 
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speeches, research reports, and more. Students develop their thinking and explore 743 

ideas through talking and writing, and opportunities for both should be substantial, 744 

including collaborating on writing projects with partners and small groups. Many 745 

students view writing as difficult or time consuming. Yet adolescents use writing every 746 

day to communicate via social media and express themselves via poetry and songs. 747 

Bridging the literate worlds of adolescents outside of school and inside school is a way 748 

to build students’ motivation to write and engage them as members of the “academic 749 

community” (Schoenbach, Greenleaf, and Murphy 2012; Hull and Schultz 2002; Morrell 750 

2004).  751 

Effective writing—writing that is appropriate to the task, purpose, and audience—752 

is the result of instruction, practice, and feedback. Graham and Perin in Writing Next: 753 

Effective Strategies to Improve Writing of Adolescents in Middle and High Schools 754 

(2007) identified 11 elements of effective adolescent writing instruction based on a 755 

meta-analysis of research. These elements are related and overlap in their use. “In an 756 

ideal world, teachers would be able to incorporate all of the 11 key elements in their 757 

everyday writing curricula, but the list may also be used to construct a unique blend of 758 

elements suited to specific student needs” (Graham and Perin 2007,11). The key 759 

elements, arrayed in order of their effect size, include the following: 760 

 761 

1. Writing strategies 

2. Summarization 

3. Collaborative writing 

4. Specific product goals 

5. Word processing  

6. Sentence combining 

7. Prewriting  

8. Inquiry activities 

9. Process writing approach  

10. Study of models 

11. Writing for content learning 

Teachers of all subjects, but especially English language arts, need support to 762 

assign writing frequently. Teachers should engage in professional learning on strategies 763 

for providing feedback to students that do not require marking every sentence and 764 

grading every writing product. Teachers working collaboratively across disciplines need 765 

to establish writing norms, rubrics, and processes for providing feedback to students, 766 
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and students need to be guided to respond to the feedback they receive to improve their 767 

writing.  768 

A process approach to writing impacts the quality of student writing. The  769 

approach “involves a number of interwoven activities, including creating extended 770 

opportunities for writing; emphasizing writing for real audiences; encouraging cycles of 771 

planning, translating, and reviewing; stressing personal responsibility and ownership of 772 

writing projects; facilitating high levels of student interactions; developing supportive 773 

writing environments; encouraging self-reflection and evaluation; and offering 774 

personalized individual assistance, brief instructional lessons to meet students’ 775 

individual needs, and in some instances, more extended and systematic instruction” 776 

(Graham and Perin 2007, 19). 777 

In addition to the strategies listed above that contribute to student success, ELs 778 

may need additional attention in certain areas to ensure their full inclusion in grade-level 779 

writing tasks and activities. Depending on their region of origin and extent of school 780 

experiences in their home country and in the U.S., ELs may need clarification or 781 

explanation of cultural or historical background on topics that are assumed to be familiar 782 

to native English speakers schooled in the U.S. In addition, ELs may need specific and 783 

explicit instruction in particular areas of English grammar, conventions, and 784 

vocabulary—incorporated into the actual practice of their expression of ideas and 785 

content. The CA ELD Standards can serve as a guide for planned scaffolding of writing 786 

tasks for students at different English language proficiency levels (Emerging, 787 

Expanding, Bridging) on specific standards, and they can also help teachers to notice 788 

particular aspects of students’ writing so they can provide just-in-time scaffolding. 789 

Discussing 790 

 Collaborative discussions at all grade levels are a priority in both the CA CCSS 791 

for ELA/Literacy and the CA ELD Standards. By the end of grade five, students 792 

developed skills in discussing texts and grade-level topics, carrying out assigned roles 793 

(SL.5.1b) and responding to specific questions to clarify, follow up or otherwise 794 

contribute to discussions (SL.5.1c). They practiced reviewing the key ideas expressed 795 

in discussions and drawing conclusions (SL.5.1d) as well as paraphrasing and 796 

summarizing text read aloud or information presented in diverse media and formats 797 
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(SL.5.2). By the end of grade five, students could identify reasons and evidence 798 

provided by speakers or media sources for particular points and identify and analyze 799 

any logical fallacies (SL.5. 3). They also learned to adapt their speech to a variety of 800 

contexts, using formal English as appropriate (SL.5.6). 801 

The speaking and listening standards for grades six through eight build on these 802 

skills, requiring students to continue engaging in collaborative discussions (one on one, 803 

in groups, and teacher led) and to learn to both express their own ideas clearly and to 804 

be able to build on others’ ideas as they participate in the discussion. Students are 805 

asked to come to discussions prepared by having read the required material and to 806 

contribute by posing questions, responding to others’ questions, and commenting with 807 

relevant evidence, observations, and ideas. New to the grades six through eight span 808 

are the following: 809 

• Setting specific goals and deadlines in collaborative discussions (SL.6-7.1b) and 810 

tracking their progress (SL.8.1b); defining individual roles as needed (SL.6-8.1b) 811 

• Posing questions that elicit elaboration (SL.7.1c) and connect the ideas of 812 

several speakers (SL.8.1c); responding to others’ questions with relevant 813 

observations, ideas (SL.7-8.1c), and evidence (SL.8.1c) 814 

• Acknowledging new information expressed by others and modifying their own 815 

views when warranted (SL.7-8.1d) 816 

• Interpreting information (SL.6.2), analyzing main ideas and supporting details 817 

(SL.7.2), and analyzing the purpose of information (SL.8.2) presented in diverse 818 

media and formats, explaining how the ideas contribute to (SL.6.2) and clarify 819 

(SL.7.2) a topic, text, or issue; evaluating the motives behind presentations 820 

(SL.8.2) 821 

• Delineating a speaker’s argument and specific claims (SL.6-8.3) with increasing 822 

sophistication across the grades 823 

The CA ELD Standards amplify this focus on discussion and collaborative 824 

conversations—about content and about language—throughout both Parts I and II. In 825 

grades six through eight, ELs are expected to interact in meaningful ways through 826 

collaborative discussions on a range of social and academic topics, offer and justify 827 

opinions, and persuade others in communicative exchanges. For example, the CA ELD 828 
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Standards call for ELs to contribute to whole class, small group, partner discussions 829 

adding relevant information and evidence (ELD.PI.6-8.1). When engaged in 830 

conversations with others, they negotiate with or persuade others using a variety of 831 

phrases (e.g., “I heard you say X, and that’s a good point. I still think Y though, because 832 

…”) (ELD.PI.6-8.3), and they learn to shift registers, adjusting and adapting their 833 

language choices according to purpose, task, and audience (ELD.PI.6-8.4). 834 

Engaging students in meaningful discussions starts with ensuring students have 835 

intellectually rich topics to talk about and are supported to share their ideas in respectful 836 

and increasingly academic ways. Teachers can prepare for collaborative conversations 837 

by developing stimulating questions for students to discuss, asking relevant follow up 838 

questions to probe and extend the conversation, providing a structured format for 839 

students to follow when working in small groups, and encouraging students to use 840 

agreed-upon discussion protocols to promote equitable participation (Kamil, and others 841 

2008). It is essential that teachers create a supportive environment in the classroom by 842 

modeling an acceptance of diverse perspectives and minimizing criticism and negative 843 

feedback on participants’ contributions (24). This is important for all students, but 844 

especially for culturally and linguistically diverse students, including ELs, who may feel 845 

on the outskirts of conversations unless their teachers actively and visibly promote 846 

classroom environments where all students feel safe to share their viewpoints and 847 

ideas. Similarly, teachers can support full participation of students with disabilities by 848 

openly fostering a classroom culture where each student’s voice is not only 849 

acknowledged but seen as a vital component of discussion. 850 

Along with speaking skills, students cultivate listening skills. Technology can be 851 

used to present information in audio formats such as speeches. Audio files encourage 852 

students to pay close attention to the type of speech being delivered and consider its 853 

purpose—to inform, persuade, entertain, or instruct—and discuss where, when, and to 854 

whom it was delivered, while accessing its primary source (American Rhetoric, Top 100 855 

speeches of the 20th Century). 856 

Engaging in meaningful discussions about intellectually rich text and content is a 857 

critical skill for all students. Particularly in the middle grades when students are 858 

increasingly socially oriented, discussions can engage students in challenging texts and 859 
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subjects because of students’ inherent interest in the social meaning making process. 860 

For many students who struggle with understanding a challenging text, the opportunity 861 

to engage in a collaborative conversation is a way for them to learn more about the text 862 

than they would by only reading it independently. Engaging in conversations with peers 863 

using prompts and guided practice allows students to delve into complex texts together 864 

and grapple with them through dialogue to gain new understandings. This peer 865 

collaborative work can be facilitated through use of Socratic seminars, roundtables, 866 

expert group jigsaws, and simply by having partners or small groups work together 867 

using focus questions.  (see Chapter 2 for an expanded list of collaborative discussion 868 

formats.) For some ELs developing oral proficiency, particularly for ELs at the Emerging 869 

level of English language proficiency, these discussions also offer a safer environment 870 

to engage in conversations about texts that may prove less daunting than sharing ideas 871 

in front of the whole class. Pairing newcomer ELs with other students who speak their 872 

primary language (if possible) supports students who may not yet have the confidence 873 

or fluency in spoken English to engage in a range of conversations and discussions. 874 

These students who serve as language brokers should be supported to understand how 875 

to assist their newcomer EL peers, and teachers should acknowledge their 876 

sophisticated multilingual and social skills. 877 

Presenting  878 

In grades six through eight, students are expected to develop and perform 879 

increasingly sophisticated presentations on complex and varied topics, adjusting their 880 

use of language based on audience, topic, purpose, text type, and discipline. 881 

By the end of grade five, students learned to report on a topic or text and present 882 

an opinion sequencing ideas logically and using appropriate facts and relevant and 883 

descriptive details (SL.5.4). They planned and delivered an opinion speech (SL.5.4a) 884 

and memorized and recited a poem or section of a speech (SL.5.4b). They included 885 

multimedia components as appropriate (SL.5.5) to enhance ideas, and they began to 886 

adapt speech as needed to tasks and contexts (SL.5.6). 887 

In grades six through eight, students plan and deliver presentations in a variety of 888 

genres, including informative/explanatory (SL.6.4a), argument (SL.7.4a), and narrative 889 

(SL.8.4a). New to the span are the following more advanced presentation skills: 890 
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• Presenting claims and findings by sequencing ideas logically (SL.6.4) and 891 

emphasizing salient points in a focused, coherent manner (SL.7-8.4) 892 

• Using nonverbal elements (SL.6.4), adequate volume, and clear pronunciation 893 

(SL.6-8.4) 894 

• Using precise language and domain-specific vocabulary; using words and 895 

phrases to create cohesion; and using narrative techniques such as dialogue and 896 

sensory language (SL.6-8.4a) 897 

• Demonstrating a command of formal English when appropriate (SL.6-8.6) 898 

The CA ELD Standards also expect ELs to make presentations, and ELs in 899 

grades six through eight plan and deliver longer oral presentations and reports on a 900 

variety of concrete and abstract topics. They use reasoning and evidence to support 901 

ideas. They also demonstrate a growing understanding of register (ELD.PI.6-8.9).  902 

Students have many opportunities to present information and ideas to their peers 903 

and other audiences during the middle school grades. While speaking and listening 904 

standards are not specified in the literacy standards for history/social studies, science, 905 

and technical subjects, students are expected to deliver presentations across content 906 

areas in middle school, and students engage in projects incorporating reading, writing, 907 

listening, and speaking across disciplines. 908 

Sixth through eighth graders also learn to employ technology appropriately and 909 

effectively. For example, students may create virtual artifacts such as blogs, media, or 910 

voice threads that can be shared collaboratively with others to reflect upon and critique 911 

using text, images, video, and audio files; and they may incorporate textual, graphical, 912 

audio, visual, and interactive digital elements into their presentations (SL.6-8.5). 913 

Technology can be utilized to foster speaking and listening presentation skills as 914 

students create their own avatars adapting the avatars’ character and speech to a 915 

variety of audiences and presenting information in a way that others can follow by 916 

recording or uploading an audio file to share on social media or websites (e.g., 917 

www.voki.com) or through the use of videoconferencing tools requiring an invitation to 918 

join a chat (e.g., Skype or Google Hangout). Multimedia chats require competency in 919 

complex interfaces that involve managing audio, video, and often textual components 920 

providing novice learners opportunities to gain competence integrating technologies for 921 
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various modes of communication becoming ubiquitous in the 21st century 922 

(Schwartzman 2013). 923 

Using Language Conventions  924 

Contributing to effective expression is students’ command over language 925 

conventions, such as grammar and usage in writing and speaking and capitalization, 926 

punctuation, and spelling in writing. By the end of grade five, students learned the 927 

function of nouns, pronouns, verbs, adjectives, adverbs (L.3.1a), prepositions, 928 

conjunctions, and interjections (L.5.1a)  in general and in particular sentences. They 929 

learned specialized forms of these language elements and used them in their writing 930 

and speaking. Students learned the use of capitalization, punctuation (end punctuation 931 

for sentences, apostrophes for possessives and contractions, commas, and quotation 932 

marks), and spelling of grade-appropriate words (L.K-5.2) when writing. Students also 933 

gained knowledge of language related to the use of words, phrases, and sentences in 934 

writing, speaking, reading, and listening; they developed understandings about the 935 

contexts that call for formal and informal uses of English (L.2-5.3). The command of 936 

standard English conventions and knowledge of English have grown as the result rich 937 

reading, writing, and language opportunities in which students have had repeated 938 

exposures, contextualized practice, and meaningful language use.  939 

The Language strand is designed so that language skills and abilities and 940 

knowledge about language learned in earlier grades serve as a base for those learned 941 

in later grades. Since language is continually developing, the CA CCSS for ELA/Literacy 942 

identify some skills first specified in the earlier grades that may need continued attention 943 

through the later grades. See Figure 6.4  944 

 945 

Figure 6.4. Language Standards That May Need Continued Attention Through Middle 946 

School 947 

L.3.1f. Ensure subject-verb and pronoun-antecedent agreement. 

L.3.3a. Choose words and phrases for effect.  

L.4.1f. Produce complete sentences, recognizing and correcting inappropriate fragments and run-ons.  

L.4.1g. Correctly use frequently confused words (e.g., to/too/two; there/their). 

L.4.3a. Choose words and phrases to convey ideas precisely. 

L.4.3b. Choose punctuation for effect.  
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L.5.1d. Recognize and correct inappropriate shifts in verb tense.  

L.5.2a. Use punctuation to separate items in a series. 

L.6.1c. Recognize and correct inappropriate shifts in pronoun number and person. 

L.6.1d. Recognize and correct vague pronouns (i.e., ones with unclear or ambiguous antecedents). 

L.6.1e. Recognize variations from standard English in their own and others’ writing and speaking, and 

identify and use strategies to improve expression in conventional language. 

L.6.2a. Use punctuation (commas, parentheses, dashes) to set off nonrestrictive/parenthetical elements. 

L.6.3a. Vary sentence patterns for meaning, reader/listener interest, and style. 

L.6.3b. Maintain consistency in style and tone. 

L.7.1c. Place phrases and clauses within a sentence, recognizing and correcting misplaced and dangling 

modifiers. 

L.7.3a. Choose language that expresses ideas precisely and concisely, recognizing and eliminating 

wordiness and redundancy. 

 948 

Standards for language conventions that are new to the grade span are specified 949 

in the grade level sections.  950 

All students need to develop understandings of certain elements of standard 951 

English conventions since the conversational or everyday spoken and written English 952 

students use do not necessarily have these features (see Chapter 9 for more details). 953 

Students who are ELs, especially at the early English language proficiency levels, may 954 

need to learn elements of English grammar that native English speakers (including 955 

nonstandard English speakers) typically already know. Examples include basic verb 956 

tenses and aspects (such as present perfect and past progressive) and English syntax. 957 

Thus, some ELs, particularly those new to English, may need additional, differentiated 958 

instruction in the English language conventions, integrated into ELA and other content-959 

area instruction as integrated ELD and also provided as designated ELD. The CA ELD 960 

Standards provide guidance on supporting students at different levels of English 961 

language proficiency to develop both language awareness and skills and abilities to use 962 

standard English, with an emphasis on academic English. Deaf students who use 963 

American Sign Language may also need to learn written English grammar as a new 964 

language. They must do so through visual means as they do not have access to spoken 965 

English grammar (see Chapter 9 for details). 966 
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Conventions are taught to all students in the context of meaningful 967 

communication. In the Framework for Success in Postsecondary Writing teachers are 968 

advised to “help students develop knowledge of conventions by providing opportunities 969 

and guidance for students to write, read, and analyze a variety of texts from various 970 

disciplines and perspectives in order to 971 

• Investigate the logic and implications of 972 

different conventions 973 

• Practice different conventions and 974 

analyze expectations for and effects on 975 

different audiences 976 

• Practice editing and proofreading one’s 977 

own writing and explore the implications 978 

of editing choices…” (2011, 9) 979 

Students can explore the use of conventions 980 

and their impact by  981 

• Comparing different types of text, such 982 

as poetry, drama, speeches, narratives, arguments, and informative/explanatory 983 

texts 984 

• Comparing texts in different registers (i.e., for different purposes and audiences), 985 

such as formal speeches, literature, and articles versus texting, spoken word 986 

poetry, and blogging 987 

• Analyzing texts written in different time periods 988 

• Analyzing written texts in which the author represents nonstandard varieties of 989 

spoken English using contrastive analysis (e.g., contrasting standard English with 990 

English dialects in Mark Twain’s The Adventures of Tom Sawyer or with African 991 

American English or Chicana/o English used in Hip Hop lyrics) 992 

As students write, discuss, and present, they keep in mind the effects of 993 

conventions and work to apply the conventions appropriate for their purposes and 994 

audiences. 995 

Content Knowledge 996 
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Content knowledge is an important factor in developing reading comprehension 997 

(Anderson and Pearson 1984; Hirsch 2006), and skilled reading, writing, speaking and 998 

listening, as well as language knowledge contribute to content knowledge. The literacy 999 

standards at grades six through eight make clear the importance of both content and 1000 

literacy. Previous chapters discussed the powerful relationship between content 1001 

knowledge and literacy and language development. The following points highlight the 1002 

previous discussion: 1003 

• Content areas should be given adequate time in the curriculum so that all 1004 

students have access to content instruction.  1005 

• All students—including ELs, students with disabilities, and students experiencing 1006 

challenges with reading—should have full access to core content areas (e.g., 1007 

science, history/social studies, the arts). 1008 

• Literacy and language instruction should occur across the curriculum 1009 

(complementing and contributing to content instruction, not replacing inquiry and 1010 

other content approaches) based on the CA CCSS for ELA and Literacy in 1011 

History/Social Studies, Science, and Technical Subjects and the CA ELD 1012 

Standards. Understandings of disciplinary literacy should guide how teachers 1013 

approach literacy in their particular disciplines or subjects.  1014 

• In English language arts classrooms, students should read and study a variety of 1015 

classic and contemporary literature (e.g., novels, short stories, graphic texts, 1016 

drama, poetry), literary nonfiction (e.g., memoirs, biographies, personal essays), 1017 

and nonfiction (e.g., exposition, argument, functional text, technical accounts, 1018 

journalism). 1019 

• In content classrooms, students should read and study texts that are important to 1020 

the discipline (e.g., textbooks, primary and secondary sources in history, 1021 

technical texts in science and other subjects). 1022 

• All students should have opportunities to read widely (as an organized part of the 1023 

curriculum and independently), and they should have access to a variety of print 1024 

and digital texts in the classroom and school library. 1025 

In this section, four areas supporting content knowledge are highlighted: 1026 

understanding disciplinary literacy, engaging with literature and informational text in 1027 
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English language arts and other content areas, engaging with research, and planning 1028 

for wide reading. 1029 

Understanding Disciplinary Literacy 1030 

The term disciplinary literacy (Moje 2007, 2011; Shanahan and Shanahan 2008; 1031 

Schleppegrell 2013) refers to the particular ways in which content areas or disciplines4 1032 

use language and literacy (reading, writing, speaking and listening) to engage with 1033 

content knowledge and communicate as members of discourse communities (e.g., 1034 

scientists, historians). Fang, Schleppegrell, and Moore (2013, 1) argue that “learning in 1035 

the content areas is best conceived of as learning specialized ways of making meaning 1036 

within the disciplines. … Each discipline has its own culture and ways of reading, 1037 

writing, speaking, thinking, and reasoning.” They continue by describing features of 1038 

advanced literacy within four disciplines (Figure 6.5). 1039 

 1040 

Figure 6.5. Advanced Literacy in Four Disciplines 1041 

[S]cientists construct theoretical explanations of the physical world through investigations that describe, 
model, predict, and control natural phenomena (Yore et al, 2004). The task of … historian[s], on the 
other hand, is interpretive, investigating events in the past in order to better understand the present by 
reading documents and examining evidence, looking for corroboration across sources, and carefully 
thinking about the human motivations and embedded attitudes and judgments in the artifacts examined 
(Wineburg, 2001). Mathematicians see themselves as problem-solvers or pattern-finders who prize 
precision and logic when working through a problem or seeking proofs for mathematical axioms, lemmas, 
corollaries, or theorems (Adams, 2003). Language arts experts attach great significance to the capacity 
for creating, responding to, and evaluating texts of various kinds (Christie & Derewianka, 2008). These 
varied ways of meaning-making call on particular ways of using spoken and written language as well as a 
range of multimodal representations (Coffin & Derewianka, 2009; O’Halloran, 2005; Unsworth, 2008).  
(Fang, Schleppegrell, and Moore 2013, 1-2) 

 1042 

From this perspective, speakers and writers make deliberate choices about how 1043 

they use particular language resources and how they organize their spoken or written 1044 

texts (e.g., speeches, debates, arguments, stories). These choices depend on the 1045 

discipline in which they are being produced, among other things. Proficient users of 1046 

language in particular disciplines make language choices (sometimes unconsciously) to 1047 

4 History/social studies, mathematics, science and engineering, arts, physical education, health, and 
world languages 
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meet the expectations of their audiences. These choices include the use of precise 1048 

vocabulary, how sentences and paragraphs are structured, and how ideas are 1049 

connected throughout an entire text so that it is cohesive. Audience expectations are 1050 

determined by the nature of the communicative activity (e.g., talking with someone 1051 

casually about a movie, persuading someone in a debate, or writing a science report); 1052 

the nature of the relationship between the language users in the activity (e.g., friend-to-1053 

friend, expert-to-learner); the subject matter and topic (e.g., photosynthesis in science, 1054 

the U.S. Civil War in history); and the medium through which the message is conveyed 1055 

(e.g., a text message versus an essay). These register choices, as linguists have found, 1056 

vary from discipline to discipline and from situation from situation. (See Chapter 2 for a 1057 

discussion of register.) A major task for teachers is to support all students to understand 1058 

how to shift registers and make informed language choices that meet the expectations 1059 

of different disciplinary contexts. 1060 

Shanahan and Shanahan (2008), in describing their investigation of the literacy 1061 

practices of experts in mathematics, chemistry, and history, indicate that each group 1062 

approached reading quite differently and valued the literacy strategies that “mirrored the 1063 

kinds of thinking and analytic practices common to their discipline” (56). Although 1064 

disciplines share certain features in their use of text and academic language, they also 1065 

employ unique practices. Selected strategies that are aligned with those four disciplines 1066 

include the following:  1067 

• ELA: engaging in Socratic Seminars, SQP2RS (Survey, Question, Predict, Read, 1068 

Respond, Summarize), and GIST (Generating Interactions between Schemata 1069 

and Text) 1070 

• Science: writing procedures for experiments, summarizing sections of texts, 1071 

responding to text from single or multiple sources for the purposes of deep 1072 

inquiry 1073 

• Mathematics: constructing viable arguments, writing explanations and 1074 

justifications, responding to charts, graphs, patterns, and other data  1075 

• History: constructing events charts, summarizing using “multiple-gist” strategy 1076 

(Shanahan and Shanahan 2008, 56), and engaging in Questioning the Author 1077 

(Beck, McKeown, and Kucan 2013) 1078 
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As stated in previous chapters, the relationship among English language arts and 1079 

literacy, English language development, and the content areas or disciplines is 1080 

interdependent. Content knowledge grows from students’ knowledge of language and 1081 

ability to use language effectively to accomplish their disciplinary goals through reading, 1082 

writing, speaking, and listening; just as literacy and language proficiency grow from 1083 

increased content knowledge. All students should be provided rich instruction, with 1084 

appropriate pedagogy, in the content areas. Those needing additional support in 1085 

language or literacy development should not miss opportunities to take content area 1086 

courses. In other words, additional assistance should be provided at a time that does 1087 

not preclude enrollment in content courses. 1088 

Engaging with Literature and Informational Texts 1089 

Literature is at the heart of the content of the English language arts curriculum, 1090 

and its power and beauty should not be overshadowed by the discussions in this 1091 

framework—although critically important—about literacy in the other disciplines. Our 1092 

collective humanity and wisdom rest in the words of writers past and present—writers 1093 

who have created worlds into which young adolescents gain admittance with the hope 1094 

that the encounters will sharpen their minds and feed their spirits. The CA CCSS for 1095 

ELA identify three categories of text within literature: stories, drama, and poetry. Within 1096 

stories exist novels, short stories, and graphic texts, including the subgenres of 1097 

adventure, historical fiction, mysteries, myths, science fiction, realistic fiction, allegories, 1098 

parodies, satire, and more. Drama includes the subgenres of one-act and multi-act 1099 

plays in written form and on film. Poetry includes the subgenres of narrative poems, 1100 

lyrical poems, free verse poems, sonnets, odes, ballads, and epics. Literary nonfiction 1101 

includes the subgenres of personal essays, speeches, opinion pieces, criticism, 1102 

biographies, memoirs, and literary journalism. All of these forms include classical 1103 

through contemporary works representing a broad range of literary periods and cultures.  1104 

When selecting literary texts, including literary nonfiction and nonfiction, 1105 

teachers, teacher librarians, and school leaders should consider the various resources 1106 

available to them. Two appendices to the ELA/ELD Framework—The Role of Literature 1107 

in the Common Core State Standards by Carol Jago and Book Resources for 1108 

Teachers—offer advice about teaching literature and numerous suggestions for locating 1109 
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high-quality books and texts. In addition, teachers and others should take into account 1110 

the cultural and linguistic diversity of their students and choose texts that are appealing 1111 

to their students for a variety of reasons, including texts by authors from similar cultural 1112 

backgrounds or who address issues that are relevant for high school students, such as 1113 

racism, poverty, gender identity, communities, immigration, and other topics that 1114 

motivate adolescents approaching adulthood to engage with deep thinking, writing, and 1115 

rich discussions. 1116 

Literature and informational text—both literary nonfiction and nonfiction—1117 

comprise the content of what students in grades six through eight will read, analyze, 1118 

and talk and write about. Teacher teams, in collaboration with their schools and districts, 1119 

will need to identify the literature and informational texts for the curriculum at each 1120 

grade, as well as the opportunities for writing, discussing, presenting, researching, and 1121 

language development based on the CA CCSS for ELA and the CA ELD Standards. 1122 

Maintaining the breadth and variety of literary and informational texts within and across 1123 

grades will be key; finding ways to incorporate nonfiction texts in units of study, 1124 

including the creative pairing of literary and informational texts, will also be important. 1125 

Teachers and curriculum planners need to carefully plan and select instructional 1126 

materials to meet the needs of all students and achieve the CA CCSS for ELA/Literacy.  1127 

Several text exemplars, organized by grade level spans, can be found in 1128 

Appendix B of the CCSS for ELA/Literacy. Listed below are examples of literary texts to 1129 

illustrate the complexity, quality, and range of literature in grades six through eight:  1130 

• Little Women by Louisa Alcott 1131 

• I, Too, Sing America by Langston Hughes 1132 

• Sorry, Wrong Number by Louise Fletcher 1133 

• Jabberwocky by Lewis Carroll 1134 

• Dragonwings by Laurence Yep 1135 

• The Dark Rising by Susan Cooper 1136 

• Eleven by Sandra Cisneros 1137 

• The Adventures of Tom Sawyer by Mark Twain 1138 

• Oranges by Gary Soto  1139 

Although the following reading standards have been discussed in the section on 1140 
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meaning making, the standards represent content unique to literature new to grades six 1141 

through eight:  1142 

• Describing how a plot unfolds (RL.6.3), analyzing how particular elements of a 1143 

story interact, (RL.7.3) and analyzing how specific lines of dialogue or incidents 1144 

in a story or drama propel the action, reveal aspects of a character, or provoke a 1145 

decision (RL.8.3) 1146 

• Determining the connotative meanings of words and phrases (RL.6-8.4); 1147 

analyzing the impact of rhymes and other repetitions of sounds (e.g., alliteration) 1148 

on a specific verse or stanza of a poem or section of a story or drama (RL.7.4); 1149 

and analyzing the impact of specific word choice on meaning and tone (including 1150 

analogies or allusions to other texts) (RL.8.4)  1151 

• Analyzing how a drama’s or poem’s form of structure (e.g., soliloquy, sonnet) 1152 

contributes to its meaning (RL.7.5); comparing and contrasting the structure of 1153 

two or more texts (RL.8.5) 1154 

• Comparing and contrasting the experience of reading a story, drama, or poem to 1155 

listening to or viewing its audio, filmed, staged, or multimedia version (RL.6-7.7) 1156 

• Comparing and contrasting a fictional portrayal of a time, place, or character and 1157 

a historical account of the same period (RL.7.9 and analyzing how a modern 1158 

work of fiction draws on themes, patterns of events, or character types from 1159 

myths, traditional stories, or religious works such as the Bible (RL.8.9)  1160 

Informational text occupies a prominent space in grades six through eight both 1161 

within English language arts and in all other content areas. According to the reading 1162 

framework of the NAEP and the CA CCSS for ELA/Literacy, 55 percent of the texts that 1163 

students should read and study across all disciplines by grade eight should be 1164 

informational, and 45 percent should be literary. These percentages are not a 1165 

prescription for the balance of text types in ELA but rather are achieved across the 1166 

range of subjects, including ELA, that students study. Critically important in each 1167 

content area is that students actually read and learn from the texts designated for the 1168 

subject and grade. Too often information is presented orally or read aloud to content 1169 

classes because of a concern for students’ ability to successfully read a text and 1170 

interact with its ideas in speaking and writing. The suggestions provided in the meaning 1171 
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making, language development, and effective expression sections of this framework are 1172 

designed to support teachers to help their students achieve proficiency in literacy and 1173 

language across all subject areas. For students to progress toward each of the 1174 

overarching goals of ELA/literacy and ELD instruction by the time they complete high 1175 

school, reading and communicating effectively in all content areas is essential. See the 1176 

outer ring of Figure. 6.1; see also the discussion of the goals in Chapter 2. 1177 

The CA CCSS for Literacy in History/Social Studies, Science, and Technical 1178 

Subjects are meant to complement the specific content demands of the disciplines and 1179 

help students grapple with the texts they encounter. The Reading Standards for Literacy 1180 

in History/Social Studies, for example, expect students to cite specific textual evidence 1181 

to support analysis of primary and secondary sources (RH.6-8.1); identify key steps in a 1182 

text’s description of a process related to history/social studies (e.g., how a bill becomes 1183 

a law) (RH.6-8.3); and analyze the relationship between a primary and secondary 1184 

source on the same topic (RH.6-8.9). The Reading Standards for Literacy in Science 1185 

and Technical Subjects expect students to follow precisely a multistep procedure when 1186 

carrying out experiments, taking measurements, or performing technical tasks (RST.6-1187 

8.3); determine the meaning of symbols, key terms, and other domain-specific words 1188 

and phrases (RST.6-8.4); and compare and contrast the information gained from 1189 

experiments, simulations, video, or multimedia sources with that gained from reading a 1190 

text on the same topic (RST.6-8.9). See the section on meaning making for more detail 1191 

on the standards for reading informational text new to grades six through eight. 1192 

Literary text need not be limited to English language arts. Students in history 1193 

classes can be exposed to a wealth of supportive readings such as biographies, 1194 

essays, plays, films, and novels, which deepen understanding of key historical 1195 

narratives, ideas, periods, events, and influential actors. Science teachers can help 1196 

students deepen their understanding and interest in how the world works by providing 1197 

students opportunities to read stories, biographies, and readings that show how specific 1198 

scientific breakthroughs occurred (for example, works on Darwin and Marie Curie, and 1199 

books such as How I Killed Pluto and Why It Had It Coming by Mike Brown). Excerpts of 1200 

full-length literary works may be a good strategy for introducing textual variety to content 1201 
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classrooms as well. Listed below are examples of informational texts to illustrate the 1202 

complexity, quality, and range of student reading in grades six through eight:  1203 

• The Great Fire by Jim Murphy (1995) 1204 

• The Omnivore’s Dilemma: The Secrets Behind What You Eat by Michael Pollan 1205 

(Young Reader’s Edition, originally published in 2009) 1206 

• Narrative of the Life of Frederick Douglass by Frederick Douglass (1845) 1207 

• Farewell to Manzanar by Jeanne Wakatsuki Houston and James D. Houston 1208 

(2012) 1209 

• Words We Live By: Your Annotated Guide to the Constitution by Linda R. Monk 1210 

(2003) 1211 

As suggested earlier, teachers should work collaboratively to plan curriculum and 1212 

select instructional materials. Interdisciplinary teams play a particularly valuable role in 1213 

implementing the CA CCSS for ELA/Literacy. Teams of teachers from different subject 1214 

areas who instruct a common group of students should plan together to select 1215 

appropriate texts, create joint projects, plan lessons, and examine student performance. 1216 

Working together these teams can identify students who need additional support and 1217 

modify instruction, scheduling, and grouping as appropriate. For teachers, teams can 1218 

provide a collaborative and supportive work group. For students, teams offer stable 1219 

relationships with teachers and peers (Jackson and Davis 2000). Interdisciplinary teams 1220 

can also cultivate meaningful and regular communication with families. 1221 

Research-Based Learning Techniques (Study Skills). Students in middle 1222 

school employ a variety of strategies to learn new material. Learning to prepare 1223 

efficiently for quizzes, unit tests, and other forms of assessment is important so that 1224 

students’ efforts yield the best results. A team of cognitive and educational 1225 

psychologists (Dunlosky, and others 2013) examined research studies for 10 learning 1226 

techniques and rated their effectiveness in terms of low, moderate, and high utility. All of 1227 

the techniques examined were ones that students could implement without assistance. 1228 

The results of the research review identified practice testing (self-testing or taking 1229 

practice tests) and distributed practice (implementing a schedule of practice over time) 1230 

as the most effective and, perhaps surprising to some students, highlighting and 1231 

underlining as two of the least effective. Techniques that were rated as high utility 1232 
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because they were generalizable across a range of materials (e.g., vocabulary, lecture 1233 

content, science definitions diagrams); learning conditions (e.g., amount of practice, 1234 

reading vs. listening, incidental vs. intentional learning); student characteristics (e.g., 1235 

age, verbal ability, interests); and criterion tasks (e.g., cued recall, problem solving, 1236 

essay writing, classroom quizzes). Some techniques, such as summarization of to-be-1237 

learned text, were rated as low utility; however, the CA CCSS for ELA/Literacy call for 1238 

students to summarize proficiently. While summarizing may not be effective as a study 1239 

technique, summarizing for different purposes is an important foundational writing skill. 1240 

Engaging in Research  1241 

Opportunities to engage in research contribute to students’ content knowledge. 1242 

Teachers can use writing instruction to provide opportunities for students to conduct 1243 

research to build and present knowledge (W.6-8.7-9). Teachers can also engage 1244 

students in collaborative discussions about grade level topics, texts, and issues 1245 

(including research conducted by students) (SL.6-8.1). A brief overview of the CA CCSS 1246 

for ELA/Literacy regarding research to build and present knowledge follows. 1247 

Students left grade five able to conduct short research projects, gather relevant 1248 

information from print and digital sources, summarize information, provide a list of 1249 

sources, and draw evidence from literary or informational texts to support analysis, 1250 

reflection, and research (W.5.7-9). In middle school, research projects expand and 1251 

become more complex; contributing to students’ motivation and engagement. For 1252 

example, teachers provide students choices of topics and create opportunities for 1253 

students to interact with interesting texts and resources. 1254 

New to the grade span in terms of building content knowledge through 1255 

engagement in research are the following: 1256 

• In ELA and H/SSST, conducting short research projects to answer a question 1257 

(W/WHST.6-8.7), generating additional related, focused questions for further 1258 

research (W.7.7; WHST.6-8.7) or that allow for multiple avenues of exploration 1259 

(W.8.7; WHST.6-8.7)  1260 

• In ELA and H/SSST, gathering relevant information from multiple print and digital 1261 

sources, assessing the credibility of sources, quoting or paraphrasing data and 1262 

conclusions of others, avoiding plagiarism, providing basic bibliographic 1263 
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information (W.6-8.8/WHST.6-8.8), using search terms effectively, and following 1264 

a standard format for citation (W.7-8.8; WHST.6-8.8) 1265 

• In ELA, evaluating the argument and specific claims in an informational text 1266 

(RI.6-8.8) 1267 

• In H/SSST, distinguishing among facts/opinions, reasoned judgment based on 1268 

research, and speculation in a text (RH/RST.6-8.8) 1269 

• In ELA, comparing and contrasting one author’s presentation with another 1270 

(RI.6.9) and analyzing two or more authors writing on the same topic (RI.7.9) or 1271 

two or more texts providing conflicting information (RI.8. 9) 1272 

• In H/SSST, analyzing the relationship between a primary and secondary source 1273 

on the same topic (RH.6-8.9); comparing and contrasting information gained from 1274 

experiments and other multimedia sources with written sources (RST.6-8.9) 1275 

The CA CCSS for ELA/Literacy and the CA ELD Standards call for students to 1276 

engage with complex texts to build knowledge across the curriculum. When provided 1277 

with appropriate scaffolding, ELs can interact meaningfully with complex informational 1278 

texts to engage in research, which in turn helps them to build up academic language 1279 

and content knowledge. Techniques that support ELs in research include the following: 1280 

• Encouraging ELs with strong primary language literacy backgrounds to draw 1281 

upon this resource to help them locate, evaluate, and analyze information (e.g., 1282 

by pairing grade-level texts in their primary language with texts in English at or 1283 

above their reading level in English). 1284 

• Assisting ELs to select reading and drafting strategies appropriate for varied 1285 

research tasks (e.g., using different types of note-taking templates for different 1286 

types of text). 1287 

• Teaching ELs how not to plagiarize by providing explicit guidance on the 1288 

conventions of textual ownership and citations in U.S. academic settings, 1289 

alongside clear and critical explanations of the purposes these conventions 1290 

serve. 1291 

• Creating opportunities that allow ELs to learn research processes by participating 1292 

in teacher guided and collaborative endeavors before attempting research 1293 

independently. 1294 
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Planning for Wide Reading 1295 

Starting in third grade, and continuing through middle school, extensive reading 1296 

is an important source of new vocabulary (Nagy and Anderson 1984), as well as 1297 

providing students exposure to a range of text types, information, and ideas. Students in 1298 

grades six through eight are expected to be able to read an increasing amount of 1299 

literature and informational text, including literary nonfiction and informational/expository 1300 

texts across content areas. Students need to read a wide variety of literature and 1301 

informational texts in English language arts, as well as a variety of informational and 1302 

technical texts in other content areas. As indicated previously, genres of literature 1303 

include short stories, poetry, drama, and novels; genres of literary nonfiction include 1304 

essays, speeches, opinion pieces, biographies, and journalism; and informational texts 1305 

include historical, scientific, or other reports documents. All students need to engage 1306 

with grade-level complex text; students experiencing reading difficulties need 1307 

scaffolding to interpret and respond to texts above their reading level. 1308 

Providing opportunities for students to engage in extended periods of structured 1309 

independent reading of self-selected challenging books, accompanied by supported, 1310 

individualized reading instruction can have a positive effect on reading achievement 1311 

(Reis, Eckert, McCoach, Jacobs and Coyne 2008; Taylor, Frye, and Maruyama 1990). 1312 

When planning an independent reading program, teachers design structures for 1313 

students to record what they read and to chart their progress toward meeting their 1314 

reading goals. Students should be taught how to select books that interest them and to 1315 

evaluate the complexity of the text so that they know how challenging it will be. Student 1316 

choice is a hallmark of an effective independent reading program. Successful teacher 1317 

librarians and classroom teachers seek to connect middle school students with books 1318 

and other texts that will inspire, delight, and challenge young minds and spur them to 1319 

read more. In addition, it is especially important in the middle grades and beyond, as 1320 

students are intensely interested in establishing their identities, for school and 1321 

classroom libraries to contain an abundance of literature that reflects the cultural and 1322 

linguistic diversity of the school and of California. (See Chapter 2 for more information 1323 

on wide reading, independent reading, and planning an independent reading program.).  1324 
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Foundational Skills  1325 

Ideally, by the time students enter middle school their knowledge of foundational 1326 

skills is well established. They have a large base of sight words—those they recognize 1327 

instantaneously—and they rapidly and effectively employ word recognition skills to 1328 

identify new printed words. In short, they access printed language efficiently.  1329 

Fluency, which includes accuracy, rate, and prosody, continues to develop as 1330 

students engage in wide and extensive reading. Rate of reading varies, however, as it 1331 

should, with the text and the task. Data from an extensive study of oral reading fluency 1332 

revealed the mean words read per minute (that is, the reading rate by students in 1333 

grades one through eight in unpracticed readings from grade-level materials) 1334 

(Hasbrouck and Tindal 2006). See the grade-level sections that follow for charts of 1335 

means by grade. The researchers recommended that students scoring more than ten 1336 

words below the 50th percentile receive additional instruction that targets fluency.   1337 

Fluency rates must be cautiously 1338 

interpreted with all students. They are 1339 

particularly difficult to apply to speakers of 1340 

languages other than English and to deaf 1341 

and hard-of-hearing students who use 1342 

American Sign Language. When students 1343 

storysign, they are actually interpreting the 1344 

story from a one language (printed English) 1345 

to another (American Sign Language). In this 1346 

case, fluency rates as listed in the figure do 1347 

not apply. 1348 

Fluency is important in that it supports comprehension. The greater the ease with 1349 

which students can identify words accurately, the more cognitive resources they have 1350 

available to engage in meaning making. If students are experiencing difficulty with 1351 

fluency, that is their reading is slow and labored, it is critical to determine the reason. 1352 

Some students may have inadequately developed decoding skills. Others may have 1353 

insufficient language (i.e., vocabulary and syntax) or knowledge, both of which may also 1354 

impact fluency. Still others may not have developed automaticity with printed language.  1355 
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The primary way to support students’ fluency is to ensure accuracy in decoding 1356 

and engagement in wide, extensive reading of texts that are neither too simple nor too 1357 

challenging. In addition, students should have authentic reasons to reread text because 1358 

rereading also supports fluency. For example, they may reread text several times as 1359 

they rehearse for recording narration in a digital presentation or prepare for a poetry 1360 

reading or other performance.  1361 

For information on teaching foundational skills to middle school students who 1362 

need it, see the section on supporting students strategically that follows in the overview 1363 

of the span. See also Chapter 9, Equity and Access.  1364 

English Learners Needing Foundational Skills Instruction 1365 

 English learners come to middle school with varying levels of English language 1366 

proficiency. Depending on their prior educational experiences in their home country and 1367 

in the United States, ELs may also have varying degrees of skills and abilities in 1368 

foundational reading and writing in English. Some ELs will have had the benefit of 1369 

developing foundational literacy skills in their native language and can transfer this 1370 

knowledgeincluding decoding skills and using an alphabetic writing systemto 1371 

English (August and Shanahan 2006; De Jong 2002; Lindholm-Leary and Genesee 1372 

2010). As noted in Chapter Six of the CDE publication of the CA ELD Standards, 1373 

literacy instruction for ELs will need to be adapted based on each student’s literacy 1374 

profile, which includes: the student’s level of oral proficiency in the native language and 1375 

in English; the student’s level of schooling and previous literacy experiences in his or 1376 

her native language; how closely the student’s native language is related to English; 1377 

and, for students with native language literacy, the type of writing system used.  1378 

Foundational literacy skills, as described in the CA CCSS for ELA, Reading 1379 

Standards: Foundational Skills (K-5), are the same for all students who need to learn 1380 

basic reading and writing skills, including middle and high school students. However, 1381 

the way the skills are taught and how quickly the students can be expected to acquire 1382 

the basic skills and move on to higher level reading and writing depend on their age, 1383 

cognitive level, and previous oral and written literacy experiences in their native 1384 

language and/or in English. Since the CA CCSS for ELA Foundational Skills standards 1385 

are intended to guide instruction for students in kindergarten through grade five, these 1386 
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standards need to be adapted, using appropriate instructional strategies and materials 1387 

to meet the literacy needs of ELs at the middle grades, and addressing the need to 1388 

teach foundational literacy skills in an accelerated time frame. In particular, the 1389 

curriculum needs to be flexible so that it can address the different profiles of secondary 1390 

students needing foundational literacy skills instruction. Considerations contributing to 1391 

the variety of student profiles are described in Chapter Six of the CDE publication of the 1392 

CA ELD Standards.  1393 

Figure 6.6 shows the CA CCSS for ELA/Literacy Foundational skills that need to 1394 

be adapted for middle school ELs who need these early literacy skills, based on the 1395 

students’ individual language and literacy characteristics. For further details on the 1396 

foundational skills themselves, see Chapter Six of the CDE publication of the CA ELD 1397 

Standards. 1398 

  1399 
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Figure 6.6 Foundational Literacy Skills: Grade Six through Eight 1400 
 

Student 
Language and 

Literacy 
Characteristics 

Considerations for Foundational 
Literacy Skills Instruction 

Common Core State Standards for 
ELA Reading Standards: 

Foundational Skills 

O
ra

l S
ki

lls
 

No or little spoken 
English proficiency 

Students will need instruction in 
recognizing and distinguishing the 
sounds of English as compared or 
contrasted with sounds in their native 
language (e.g., vowels, consonants, 
consonant blends, syllable 
structures). 

Phonological Awareness 
2. Demonstrate understanding of 
spoken words, syllables, and sounds 
(phonemes). (RF.K.2; RF.1.2) 

Spoken English 
proficiency 

Students will need instruction in 
applying their knowledge of the 
English sound system to literacy 
foundational learning. 

Review of Phonological Awareness 
skills as needed. 

Pr
in

t S
ki

lls
 

No or little native 
language literacy 

Students will need instruction in print 
concepts 

Print Concepts 
1. Demonstrate understanding of the 
organization and basic features of 
print (RF.K.1; RF.1.1) 
 
Phonics and Word Recognition 
3. Know and apply grade-level 
phonics and word analysis skills in 
decoding words (RF.K.3; RF.1.3; 
RF.2.3; RF.4.3; RF.5.3) 
 
Fluency 
4. Read with sufficient accuracy and 
fluency to support comprehension 
(RF.5.4 at 6-12 grade level) 

Foundational 
Literacy proficiency 
in a language no 
using the Latin 
alphabet (e.g., 
Arabic, Chinese, 
Korean, Russian) 

Students will be familiar with print 
concepts, and will need instruction in 
leaning the Latin alphabet for English, 
as compared or contrasted with their 
native language writing system (e.g., 
direction of print, symbols 
representing whole words, syllables 
or phonemes) and native language 
vocabulary (e.g., cognates) and 
sentence structure (e.g., subject-
verb-object vs. subject-object-verb 
word order). 

Foundational 
Literacy proficiency 
in a language 
using the Latin 
alphabet (e.g., 
Spanish) 

Students will need instruction in 
applying their knowledge of print 
concepts, phonics and word 
recognition to the English writing 
system, as compared or contrasted 
with their native language alphabet 
(e.g., letters that are the same or 
different, or represent the same or 
different sounds) and native language 
vocabulary (e.g., cognates) and 
sentence structure (e.g., subject-
verb-object vs. subject-object-verb 
word order). 

Review of Phonological Awareness 
skills as needed. 

 1401 

Supporting Students Strategically 1402 

Middle school is a remarkable turning point for students. Not only are students 1403 

undergoing considerable physical, psychological, cognitive, and social changes during 1404 

these years, they experience significant changes in the structure of schooling. Instead 1405 

of a single teacher, they likely have many teachers. Instead of one group of classmates, 1406 
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they likely interact with different groups of classmates throughout the day. Instead of 1407 

relatively flexible periods of time to engage in class projects and lessons, they likely 1408 

experience tightly constrained instructional periods of time. Middle school students are 1409 

expected to navigate successfully through all these changes. At the same time, they 1410 

now are expected to achieve several sets of standards related to reading and writing (in 1411 

addition to all content standards): those in their English language arts classes, including 1412 

reading standards for literature and informational text, and those in their history/social 1413 

studies, science, and technical classes. 1414 

Youth who enter middle school able to engage in meaning making with a variety 1415 

of increasingly complex text and who have well developed language (especially 1416 

academic language), the ability effectively express themselves in writing and 1417 

speaking, considerable knowledge in a range of subject matter, and mastery of the 1418 

foundational skills that enables them to fluently access printed language are well 1419 

positioned to face the challenges of middle school. Some students, however, 1420 

experience difficulty in one or more aspects of literacy development. These students are 1421 

supported strategically to achieve the grades 6-8 CA CCSS for ELA/Literacy so they are 1422 

ready for what could be exciting and fulfilling years of high school. English learners 1423 

achieve the standards while also learning English as an additional language. Students 1424 

with disabilities do so with appropriate supports and accommodations in accordance 1425 

with their Individualized Education Program. (See Chapter 9.) 1426 

As noted throughout the ELA/ELD Framework, in order to serve students well, 1427 

teachers conduct formative assessment processes along with interim and benchmark 1428 

assessments to determine students’ progress toward learning goals. What teachers 1429 

learn about each student through these processes informs immediate and subsequent 1430 

instruction, with the purpose being to close the gap between the student’s current status 1431 

and the learning goal (Heritage 2010). Students who are experiencing difficulty should 1432 

be identified quickly, their specific needs diagnosed carefully, and intensive and 1433 

targeted instruction provided deliberately by skillful teachers. By necessity, instruction 1434 

for these students is differentiated and typically provided in small group settings. 1435 

Teachers leverage all available resources at the site (and beyond, as appropriate) to 1436 

ensure that each and every student advances as quickly as possible toward grade-level 1437 
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expectations. Schools employ a multi-tiered system of supports. Parents are included in 1438 

the discussions. (See Chapter 9.)  1439 

 Chapter 2 identifies several important instructional approaches for supporting 1440 

students strategically. For example, Chapter 2 describes scaffolding instruction, use of 1441 

students’ primary language, and grouping—important supports in all grade levels. In this 1442 

section, recommendations and findings from research about supporting adolescents 1443 

who are experiencing difficulty in literacy include the following:  1444 

 Overall 1445 

• Motivation often decreases over the years, especially in students who are 1446 

experiencing academic difficulties, and so should be given thoughtful 1447 

attention (Biancarosa and Snow 2006; O’Connor and Goodwin 2011). [See 1448 

Figure 6.2 in this chapter.] 1449 

• Extended literacy experiences are necessary for effecting change in reading 1450 

and writing. A panel report recommended two to four hours of literacy 1451 

instruction and practice daily that takes place in language arts and content 1452 

classes (Biancarosa and Snow 2006).  1453 

• Content area classes should include a focus on disciplinary literacy and 1454 

reinforce the skills that students experiencing difficulty are learning; at the 1455 

same time, specialists should use content area materials as a basis for 1456 

practicing the reading skills they are teaching (Biancarosa and Snow 2006; 1457 

Carnegie Council on Advancing Adolescent Literacy 2010). 1458 

Difficulty with Meaning Making (reading comprehension)  1459 

• Reading extensively and widely and writing about what they are reading 1460 

builds students’ capacity to comprehend (Underwood and Pearson 2004). 1461 

• Explicitly teaching students to use strategies that good readers use, such as 1462 

drawing on background knowledge and creating graphic organizers to gain 1463 

control of the macrostructure of a text, improves comprehension (Biancarosa 1464 

and Snow 2006; Underwood and Pearson 2004). 1465 

• Teaching students to use one or more metacognitive strategies, such as 1466 

planning for a task and self-monitoring understanding, improves their 1467 

comprehension of text (Klingner, Morrison and Eppolito 2011). 1468 
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Language Development  1469 

• Coordinating vocabulary instruction so that students have multiple exposures, 1470 

which increases the likelihood that they will acquire targeted words (Butler, 1471 

and others 2010). 1472 

• Integrating explicit vocabulary instruction into the content areas (Kamil, and 1473 

others 2008). 1474 

• Providing direct instruction in word meanings, instruction in strategies that 1475 

promote independent vocabulary acquisition, and opportunities to use new 1476 

vocabulary in discussion and writing (Kamil, and others 2008). 1477 

Effective Expression (writing) 1478 

• Explicitly teaching strategies for planning, revising, and/or editing has a strong 1479 

impact on the quality of students’ writing and especially effective for students 1480 

experiencing difficulty writing (Graham and Perin 2007). 1481 

• Setting specific reachable product goals, such as adding more ideas to a 1482 

paper when revising or including certain structural elements, positively 1483 

impacts writing quality of all students, including (tentatively) those 1484 

experiencing difficulty (Graham and Perin 2007) 1485 

• Use of word-processing technologies is especially effective in enhancing the 1486 

quality of texts of students experiencing difficulty with writing (Graham and 1487 

Perin 2007) 1488 

Foundational Skills (word level reading) [from a summary by Curtis 2004] 1489 

• Systematic, explicit, and direct instruction produces the best results in word 1490 

level reading. Instruction should target needs, be brief and multisensory, and 1491 

applied. 1492 

• Instruction should emphasize high frequency spelling-sound relationships and 1493 

emphasis should be placed on assisting students in identification of common 1494 

syllables found within multisyllabic words.   1495 

• Instruction should focus on patterns and generalizations, not memorization of 1496 

rules. 1497 
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• Opportunities to practice identification of words in context should be frequent. 1498 

Oral reading should occur in a setting in which teens are comfortable taking 1499 

risks.  1500 

• Fluent reading should be modeled and students should have  numerous 1501 

opportunities to practice. 1502 

• Students should have opportunities to read independently. 1503 

• Study of word structure (e.g., affixes) and word origin (e.g., Latin) enhances 1504 

students’ ability to recognize words and access word meanings. 1505 

Collaboration among all teachers is paramount for serving students experiencing 1506 

difficulties. Special education teachers, reading specialists, ELD teachers, and content-1507 

area teachers should coordinate instruction; co-teaching and co-planning should be 1508 

regular practices. In addition, each of the supports for students should be provided in a 1509 

warm, inviting, and respectful environment that provides access to appropriate high-1510 

interest materials and educators committed to advancing the literacy of all students 1511 

(Carnegie Council on Advancing Adolescent Literacy 2010). 1512 

English Language Development in Middle School 1513 

As EL adolescents leave their elementary years and progress through middle 1514 

school, the content they encounter and the language they are expected to understand 1515 

and produce in school becomes increasingly complex. The key content understandings 1516 

and instructional practices described above are important for all middle school students, 1517 

but for ELs, it is critical for teachers to create the intellectually rich, interactive, and 1518 

inclusive types of learning environments called for in the CA CCSS for ELA/Literacy and 1519 

the CA ELD Standards. School may be the only place where ELs have the opportunity 1520 

to develop advanced content understandings and linguistic abilities in English. The CA 1521 

ELD Standards provide teachers with guidance on what they can expect their ELs to be 1522 

able to do with English as they gain increasing proficiency in English as an additional 1523 

language, and they support planning and ongoing observation of ELs so that instruction 1524 

can be tailored to their specific learning needs. All EL middle school students can 1525 

engage meaningfully in complex, cognitively demanding, content rich tasks requiring the 1526 

use of academic English, as long as they receive appropriately scaffolded instruction to 1527 

do so. 1528 
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Many ELs in California middle schools were born in the U.S. or arrived early in 1529 

their elementary years, others are new or relatively new to English, and still others are 1530 

somewhere in between. The needs of individual EL students in their early adolescent 1531 

years vary widely and depend on a multitude of factors, including age on arrival to the 1532 

U.S., immigrant status, prior schooling, primary language and literacy experiences, 1533 

English language proficiencies, content knowledge, and many other things. Therefore, 1534 

districts, schools, and teachers should learn as much about their EL students as they 1535 

can in order to provide them with the educational approaches that will best support them 1536 

to develop English and be ready for the challenges and demands of high school in an 1537 

accelerated time frame. 1538 

Schools and districts must be ready to welcome newcomer ELs (those students 1539 

just arriving into the U.S. or who have been in the U.S. for a very short time). Some 1540 

newcomer ELs are literate in their primary language and on par with—or even ahead 1541 

of—their U.S. peers in terms of rigorous grade level content knowledge, while others 1542 

have experienced disruption in their schooling careers and have gaps in their literacy 1543 

and content knowledge. Still other newcomer ELs arrive from regions assailed with 1544 

extreme life circumstances, such as war or famine, and require specialized counseling 1545 

and social services in addition to academic and linguistic support. Whether one or one-1546 

hundred newcomer ELs arrive at a district at any given time, and whether newcomer 1547 

ELs have limited or advanced content knowledge and literacy in their primary 1548 

languages, middle school should be a place where all adolescent ELs can learn and 1549 

thrive academically, linguistically, socially, and emotionally. (For more on supporting 1550 

newcomer ELs and their families, see the section on English language development in 1551 

high school in Chapter 7.) 1552 

Most ELs in California middle schools are not newcomers to English but have 1553 

been in the U.S. for many years, sometimes since birth. Some of these students begin 1554 

middle school underprepared for the advanced levels of English and content knowledge 1555 

required to fully engage with academic middle school subjects. Fluent in conversational 1556 

English but challenged by academic English and disciplinary literacy tasks, these 1557 

students may find it difficult to engage meaningfully in increasingly rigorous coursework. 1558 

Schools should ensure that all ELs, including newcomer ELs, normally progressing ELs, 1559 
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and long-term ELs, are immersed in rich instruction that accelerates their 1560 

understandings about and abilities to use academic English as they continue to develop 1561 

increasingly complex content understandings. This type of instruction requires teachers 1562 

to develop sophisticated understandings of the particular content knowledge and 1563 

disciplinary literacy practices their EL students need to develop in order to be successful 1564 

in the disciplines of English language arts, science, history/social studies, mathematics, 1565 

and all other subjects.  1566 

Whether adolescent ELs are newcomers to English, are progressing steadily in 1567 

their development of English, or have “stalled” in their development of academic English 1568 

and content understandings, teachers are responsible for meeting each of their students 1569 

wherever they are and facilitating their accelerated cognitive and linguistic development. 1570 

This entails not only outstanding teaching; it also requires building relationships with 1571 

students. As do all students at this age, whether it is apparent or not, ELs in middle 1572 

school look to their teachers as guides and mentors in their continuing apprenticeship in 1573 

academic subjects and their transition from childhood into and through the teenage 1574 

years. Like all adolescents, EL students at this age are more deeply engaged with 1575 

school learning when their teachers are respectful of who they are as individuals and of 1576 

their communities and families. Engagement is also fostered when students are 1577 

confident that their teachers believe they can succeed at challenging academic tasks, 1578 

care about their success, and provide high levels of support. Teachers’ respectful 1579 

attitudes and positive dispositions toward their EL students are critical for academic 1580 

success and healthy social-emotional development. 1581 

The CA ELD Standards support teachers to focus on critical areas of English 1582 

language development, and they enable teachers to set goals and expectations for how EL 1583 

students at various levels of English language proficiency should interact meaningfully with 1584 

content, develop academic English, and increase their language awareness. The CA ELD 1585 

Standards should be used in tandem with the CA CCSS for ELA/Literacy and other content 1586 

standards in all classes that include ELs as learners, and they should be used as the focal 1587 

standards for targeted language instruction that builds into and from the types of academic 1588 

tasks EL students are engaged in throughout the day. The common goals for 1589 

comprehensive ELD in middle school are the following: 1590 
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• Building students’ abilities to engage in a variety of collaborative discussions about 1591 

academic content and texts 1592 

• Developing students’ academic vocabularies and grammatical understandings 1593 

• Building students’ metalinguistic awareness in order to support close reading and 1594 

writing of different text types 1595 

• Building students’ abilities to write coherent and cohesive academic texts in English 1596 

 Integrated and Designated English Language Development 1597 

 This framework promotes the implementation of carefully designed and 1598 

comprehensive systems that support all ELs to develop advanced levels of English in all 1599 

content areas. This comprehensive approach to ELD includes both integrated and 1600 

designated ELD. Integrated ELD refers to ELD throughout the day and across the 1601 

disciplines for all ELs. In integrated ELD, the CA ELD Standards are used in all 1602 

disciplines in tandem with the CA CCSS for ELA/Literacy and other content standards to 1603 

support ELs’ linguistic and academic progress. Teachers use the CA ELD Standards to 1604 

inform their planning of intellectually rich academic experiences that are provided 1605 

through English. Through these experiences using English meaningfully (e.g., through 1606 

collaborative conversations, interpreting texts they read, writing and multimedia 1607 

projects), ELs build confidence and proficiency in understanding and demonstrating 1608 

their content knowledge in English. In addition, when teachers support their students’ 1609 

development of language awareness, or how specific language resources (e.g., word 1610 

choice, ways of putting sentences together) enable users of English to convey particular 1611 

messages in powerful ways (in an argumentative text or oral debate, for example), they 1612 

learn to be more deliberate users of English. Through this dual development of 1613 

academic English and language awareness, teachers support ELs to gain sophisticated 1614 

understandings of language as a complex, dynamic, and social resource for making 1615 

meaning and develop the ability to intentionally shift their language use based on 1616 

discipline, topic, task, purpose, audience, and text type. 1617 

Designated ELD is a protected time during the regular school day when teachers 1618 

use the CA ELD Standards as the focal standards in ways that build into and from 1619 

content instruction so that ELs develop the critical English language skills, knowledge, 1620 

and abilities needed for rigorous academic content learning in English. Designated ELD 1621 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 61 of 196 

should not be viewed as separate and isolated from ELA, science, social studies, 1622 

mathematics, and other disciplines but rather as an opportunity during the regular 1623 

school day to support ELs to develop the discourse practices, grammatical structures, 1624 

and vocabulary necessary for successful participation in academic tasks across the 1625 

content areas. EL students build language awareness in designated ELD as they come 1626 

to understand how different text types use particular language resources (e.g., 1627 

vocabulary, grammatical structures, ways of structuring and organizing whole texts). 1628 

This language awareness is fostered when students have opportunities to experiment 1629 

with language, shaping and enriching their own language using these language 1630 

resources. During designated ELD students should engage in discussions related to the 1631 

content knowledge they are learning in ELA and other content areas, and these 1632 

discussions should promote the use of the language from those content areas. Students 1633 

should also discuss the new language they are learning to use. For example, students 1634 

might learn about the grammatical structures of a particular complex text they are using 1635 

in science or ELA, or they might explicitly learn some of the general academic 1636 

vocabulary used in the texts they are reading in ELA or social studies.  1637 

Designated ELD should not be viewed as a place but rather as a protected time. 1638 

Depending on the particular learning needs of a school’s ELs and the number of ELs at 1639 

particular English language proficiency levels, a school may decide to extend the school 1640 

day for ELs so that an extra period can be dedicated to time for designated ELD during 1641 

the regular school day. This specialized course might include other non-EL students 1642 

who need support in developing academic English in support of their content learning in 1643 

middle school coursework. A logical scope and sequence for English language 1644 

development is aligned with the texts used and tasks implemented in ELA and other 1645 

content instruction. Other schools, particularly schools with low numbers of ELs, may 1646 

opt to provide dedicated time within the school day and within content courses when 1647 

teachers can work with small groups of students. Some ELs, particularly those at the 1648 

Bridging level of English language proficiency, may require less intensive designated 1649 

ELD support than ELs at the Emerging or Expanding levels. Schools will need to 1650 

consider the needs of students when designing program supports and instruction. 1651 
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Regardless of the ways in which individual schools structure time for designated ELD, 1652 

all ELs require both integrated and designated ELD.  1653 

These decisions should be made using a variety of data, and schedules should 1654 

be flexible enough to accommodate students’ transition out of specialized coursework 1655 

when they are ready to do so. In addition, both content teachers and teachers 1656 

responsible for teaching designated ELD should collaborate regularly in order to ensure 1657 

that what is taught in designated ELD genuinely builds into and from content instruction 1658 

and integrated ELD. Schools should consider the time and resources needed for 1659 

effective collaborations between teachers and for optimal student learning. Enrollment 1660 

in designated ELD coursework should not prevent any EL from participating in a 1661 

comprehensive curriculum that includes full access to all core disciplines and electives, 1662 

such as the performing and visual arts, world languages, and other classes all students 1663 

need in order to be college and career ready. Examples of integrated and designated 1664 

ELD are provided in brief snapshots and lengthier vignettes in the grade level sections 1665 

of this chapter. A lengthier discussion of a comprehensive approach to ELD is provided 1666 

in Chapter 2.   1667 

1668 
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Grade Six 1669 

 1670 

Grade six is often the first year of middle school for students and represents a 1671 

major transition in students’ lives. Just entering adolescence, these students eagerly 1672 

encounter new areas of study and new ways to express their growing literacy 1673 

understandings. Grade six also represents a significant step in the CA CCSS for 1674 

ELA/Literacy and the CA ELD Standards: argument replaces opinion in reading, 1675 

speaking, and writing; separate literacy standards in the content areas make clear the 1676 

literacy practices important in different disciplines; and thesis statements are expected 1677 

in writing informative/explanatory texts. All students engage in meaningful collaborations 1678 

with peers, read and savor new and exciting literature, and deepen their knowledge of 1679 

academic English. Students who are ELs receive rich instruction in all content areas 1680 

and a comprehensive program of English language development.  1681 

This grade-level section provides an overview of the key themes of ELA/literacy 1682 

and ELD instruction in grade six. It also offers guidance for ensuring ELs have access to 1683 

ELA and content instruction, including integrated and designated ELD instruction. 1684 

Snapshots and vignettes bring several of the concepts to life. The section concludes 1685 

with listings of the CA CCSS for ELA/Literacy and CA ELD Standards for the grade 1686 

level. 1687 

Key Themes of ELA/Literacy and ELD Instruction in Grade Six 1688 

In this section, the key themes of ELA/Literacy and ELD instruction are discussed 1689 

as they apply to grade six. These include meaning making, language development, 1690 

effective expression, content knowledge, and foundational skills. Instruction occurs 1691 

in an integrated, motivating, engaging, respectful, and intellectually challenging context. 1692 

Teachers recognize the importance of this grade level for students on the pathway 1693 

toward the ultimate goals of transitional kindergarten through grade twelve schooling: 1694 

readiness for college, career, and civic life; attaining the capacities of literate individuals; 1695 

becoming broadly literate; and developing the skills for living and learning in the 21st 1696 

century (Figure 6.7). Each of the snapshots for grade six that follow is presented in 1697 

connection with a theme; however, many snapshots illustrate several themes. The two 1698 
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vignettes at the end of the section for grade six depict integrated ELA and ELD 1699 

instruction and designated ELD instruction based on the same topic and/or readings. 1700 

 1701 

Figure 6.7. Goals, Context, and Themes of the CA CCSS for ELA/Literacy and the CA 1702 

ELD Standards 1703 

 1704 

 Meaning Making 1705 

In grade six, meaning making grows 1706 

in importance as students interact with texts 1707 

of increasing complexity across all content 1708 

areas. Beginning in grade six, the CA CCSS 1709 

for ELA/Literacy emphasize argument rather 1710 

than opinion, and students are expected to 1711 

trace and evaluate arguments and provide 1712 

summaries different from their personal 1713 

opinions or judgments when analyzing texts. 1714 

Teachers provide instruction that enables all 1715 

students to comprehend text, and students 1716 

read closely to gain understanding and 1717 
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construct meaning from texts. Students learn to monitor their own understanding as 1718 

they read and use strategies to clarify any confusions that arise. 1719 

The goal of making meaning in grade six is to help students understand and use 1720 

the information they read in meaningful ways. Standards for informational text and 1721 

literature require students to analyze text and cite evidence to support their 1722 

understanding of key ideas and supporting details.  Grade six provides a foundation for 1723 

later grades. For example, the grade six informational reading standards require 1724 

students to determine a central idea of a text, analyze how a key individual or event is 1725 

introduced, and determine an author’s point of view (RI.6.2-3, 6). In subsequent grades, 1726 

students will perform the same analysis for multiple texts, ideas, and points of view.  1727 

Summarizing is a basic way to demonstrate understanding of text and clarify 1728 

thinking. Although students have been expected to write summaries since grade four, in 1729 

grade six students are expected to write summaries that are distinct from personal 1730 

opinions, judgments, and prior knowledge. Effective summarizing involves identifying a 1731 

topic sentence and deleting redundant and trivial information to identify a passage’s 1732 

main idea. Often graphic organizers can be used as a scaffold to support learning to 1733 

write summaries of more complex text (Boardman, and others 2008). For example, a 1734 

teacher might model how to summarize a passage from a history textbook by using a 1735 

piece of paper folded into thirds—recording on each third the main idea, key details, and 1736 

important supporting evidence. In partners, students would each write a summary 1737 

sentence based on the information in the top third of the paper and read their sentences 1738 

to their partners to compare. Students then answer the following questions: If you hadn’t 1739 

read the text yourself, would you be able to understand this sentence’s main idea? Why 1740 

or why not? Is there anything important that should be added? What is it? Is there 1741 

anything unimportant that could be left out? What is it? Students discuss their 1742 

responses and revise their summaries based on the feedback they receive 1743 

(Schoenbach, Greenleaf and Murphy 2012).  1744 

In the following snapshot EL students learn to focus on the language resources 1745 

used in stories and for summarizing stories in designated ELD time.  1746 
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Snapshot 6.1  Designated ELD Connected to ELA in Grade Six 

In English language arts, students in grade six summarize and analyze stories in a variety of 

ways (e.g., during a teacher-led lesson, during writers’ workshop, with a peer). During the analysis, 

students focus on the overall structure of stories, how elements such as setting and plot interact, the 

development and point of view of the characters, and the theme or central idea. 

During designated ELD time, teachers continue to promote summary and analysis of stories by 

expanding the pool of language resources their English learners can choose to draw upon during their 

retellingsoral discussions or written analyses. Teachers show their students how in the different stages of 

narratives stories (e.g., exposition, rising action, climax, falling action, and resolution), authors use 

different linking words or transitional phrases to lead the reader/listener through the story. They explain to 

their students how these language resources are also useful for retelling stories, writing original stories, 

and for writing analyses of stories (literary criticism). For example, in the exposition, words and phrases to 

orient the reader to the characters and setting are useful (e.g., in a faraway land, one day in late summer, 

on the vast plains). In the climax and rising action stages, words and phrases for introducing conflicts or 

plot twists are useful (e.g., unexpectedly, out of the blue, all of a sudden). In the falling action and 

resolution stages, words and phrases for resolving the conflicts and tying everything up neatly are useful 

(e.g., consequently, ultimately). Teachers support their students to understand how these words and 

phrases create cohesive texts by providing opportunities for them to find examples in texts and by 

encouraging them to use the language resources in their own writing.  

Teachers also help their students build up language resources to summarize and analyze the 

story’s elements. For example, teachers can build students’ vocabulary for expressing their ideas and 

opinions by creating banks of synonyms for think (e.g., believe, interpret, propose, come to the 

conclusion) or says (suggests that, indicates, demonstrates), as well as by teaching some of the general 

academic words explicitly. Similarly, word banks with adjectives to describe characters (e.g., jealous, 

courageous, empathetic) or adverbials to indicate time, manner, or place (e.g., throughout the winter, 

fearlessly, along the coast) are co-constructed with students so that they can refer to the words and 

phrases as they discuss and write texts. 

Teachers provide structured opportunities for students to practice using these new language 

resources during designated ELD so that during ELA, students will use the language more confidently 

when summarizing and analyzing literature orally and in writing. 

Primary CA ELD Standards addressed in Designated ELD: ELD.PI.6-8.6b, 8, -10,12; ELD.PII.6-8.2b, 

3-51-5 

Related CCSS for ELA/Literacy: RL.6.2-4; W.6.3; SL.6.4; L.6.6 

 1747 

Text Dependent Questions, as developed by Kilgo (2003), is another research-1748 

based strategy that can be used to promote meaning making with various types of 1749 

complex text. In this approach, teachers analyze the text and develop questions to help 1750 
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students comprehend the text at increasingly levels of depth. The questions encourage 1751 

close reading of the text and support students as they write about the ideas from the 1752 

text. Students craft their own questions to strengthen comprehension as well. The 1753 

following are characteristics of these questions: 1754 

• Can only be answered with evidence from the text 1755 

• Can be literal (checking for understanding) but must also involve analysis, 1756 

synthesis, and evaluation 1757 

• Focus at the word, sentence, and paragraph level, as well as larger ideas, 1758 

themes, or events 1759 

• Focus on difficult portions of text in order to enhance reading proficiency 1760 

• Can also include prompts for writing and discussion questions 1761 

Questioning helps students process information deeply and relate it to their prior 1762 

knowledge (Pressley, Wood, and others 1992). Four types of questions (labeled as Find 1763 

It, Look Closer, Prove It, and Take It Apart) serve as a shared language for students 1764 

and teachers to talk about questioning practices and, when necessary, make explicit the 1765 

processes underlying reading and listening comprehension. Some question types elicit 1766 

higher level thinking by requiring students to synthesize information to produce an 1767 

answer or make complex inferences. Figure 6.8 provides a description and examples of 1768 

each of the four types of questions and corresponding standards.  1769 

 1770 

Figure 6.8. Text Dependent Questions (Kilgo 2003) 1771 

Type Description of Question Example Questions CA CCSS for 
ELA/ Literacy 

Find It Most literal: requires reader 
to find explicitly stated facts 
and details in text that relate 
to the main idea. 

Who is..? 
Where is…? 
What is..? 
When is..? 
When did..? 
How many..? 

RL/RI.6-8.1 
RH/RST.6-8.1 

Look Closer Literal: but requires 
searching in more than one 
place. 

Compare and contrast… 
Explain… 
Summarize… 
What do the facts or ideas 
show…? 
How would you rephrase the 
meaning? 

RL/RI.6-8.2 
RL.6-8.7 
RL.6-8.9 
RI.6-8.4 
RH/RST.6-8.2 
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Type Description of Question Example Questions CA CCSS for 
ELA/ Literacy 

Prove It Inferential: readers search 
for clues/evidence to 
support their answers 
(analyzing or evaluating 
information). 

Identify main idea… 
Draw conclusions… 
Make predictions… 
Make inferences… 
What is the theme…? 
What is the central idea…? 

RL/RI.6-8.3 
RI.6-8.7-9 
RH/RST.6-8.3 
 

Take it Apart Analyze text structure and 
organization 

The first paragraph is 
important because… 
How has the author organized 
the information (cause/effect, 
clues/ evidence, chronological, 
etc.)? 
Why does the author use a 
chart, illustration…? 
The author uses description to 
tell…give an example from the 
text. 

RL/RI.6-8.4-6 
RH/RST.6-8.5-6 
 

 1772 

 Language Development  1773 

As noted in the overview of this chapter, language development spans all areas 1774 

of ELA/literacy and ELD: understanding written texts; producing written texts and oral 1775 

presentations; as well as knowledge and 1776 

use of standard English grammar and 1777 

usage, and of vocabulary. Thus, elements 1778 

of academic language are addressed in the 1779 

sections on meaning making, effective 1780 

expression, and content knowledge for 1781 

each grade. This section highlights 1782 

vocabulary acquisition and use for grade 1783 

six. As discussed in previous chapters, a 1784 

multi-faceted approach is taken to develop 1785 

vocabulary, including establishing a word-1786 

conscious environment, teaching specific words, teaching word-learning strategies, and 1787 

providing multiple opportunities to experience and use new vocabulary. Standards new 1788 

to grade six include the following:  1789 
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• Verify the preliminary determination of the meaning of a word or phrase (e.g., by 1790 

checking the inferred meaning in context or in a dictionary). (L.6.4d) 1791 

• Use the relationship between particular words (e.g., cause/effect, part/whole, 1792 

item/category) to better understand each of the words. (L.6.5b) 1793 

• Distinguish among the connotations (associations) of words with similar 1794 

denotations (definitions) (e.g., stingy, scrimping, economical, unwasteful, thrifty). 1795 

(L.6.5c) 1796 

• Gather vocabulary knowledge when considering a word or phrase important to 1797 

comprehension or expression. (L.6.6) 1798 

The following snapshot presents designated ELD instruction connected to world 1799 

history in which vocabulary is an important element. It addresses many components of 1800 

ELA/literacy and ELD in addition to vocabulary as well. 1801 

 1802 

Snapshot 6.2  Designated ELD Connected to World History in Grade Six 

In social studies, students in grade six listen to and read complex texts about slavery in different 

societies across history, such as ancient Egypt and Rome. They engage in collaborative discussions, 

where they explain and analyze important elements of slavery, distinguishing between fact, opinion, and 

reasoned opinion. They write arguments, supporting their claims with evidence, using credible sources, 

and evaluating information in the texts they have read and the multimedia they have viewed. 

During designated ELD time, teachers show students models of arguments, focusing on how the 

arguments are structured, as well as specific vocabulary and grammatical structures students will need 

forto discussing and writinge about their own claims. The teachers guide their students to evaluate how 

well the language in the texts supports claims or presents ideas and engage their students to discuss the 

language and explain their reasoning about it (e.g., how well the language used to illustrate an idea 

conveys the intended message). They explicitly teach some of the important vocabulary and phrases 

from necessary for understanding and discussing the texts about slavery (e.g., slave/slavery/enslave, 

capture, justify, spoils of war, emancipate/emancipation) and provide sentence frames for collaborative 

conversations so students can practice—in meaningful ways—new grammatical structures they will need 

to explain their ideas in both speaking and writing (e.g., Depending on the way slaves were captured, 

________________; In this section of the article, the author states thatexplains how ____________).  

Importantly, teachers provide extended opportunities for students to discuss their claims and 

reasoning and support them with evidence from the texts using the new vocabulary and grammatical 

structures. As students build up these language resources, teachers guide them in spoken and written 

practice using the language resources so that they will feel more confident using them in their 
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independent writing. 

Primary CA ELD Standards addressed in Designated ELD: 
ELD.PI.6-8.1,3,4,6a-b,7,10a,11a,12; ELD.PII.6-8.1,4-73,6 

Related CA CCSS for ELA/Literacy:  
RI.6.1,3,4; W.6.1c-d; SL.6.1,4; L.6.3,6 

Related CA HSS Content Standards: 
6.2 and 6.7 - Students analyze the geographic, political, economic, religious, and social structures of the 
early civilizations of Mesopotamia, Egypt, and Kush (6.2) and during the development of Rome (6.7).  
 
 1803 

 Effective Expression 1804 

Students who have achieved the standards in the previous grades demonstrate 1805 

the ability to express themselves in 1806 

writing, discussing, and presenting, and 1807 

they demonstrate considerable 1808 

command of language conventions. 1809 

Expectations and examples of instruction 1810 

for grade six in effective expression are 1811 

discussed in the following sections. 1812 

Writing 1813 

In grade six, expectations for 1814 

students’ writing content, skills, and 1815 

strategies build on those in grade five 1816 

while expanding in specific ways. Most 1817 

notable is the move from writing opinion pieces in grade five to writing arguments to 1818 

support claims with clear reasons and relevant evidence in grade six (W.6.1). In addition 1819 

students use credible sources in writing arguments and organize their claims and 1820 

evidence clearly. Students continue to write informative/explanatory texts; however, the 1821 

way in which students select, organize, and analyze relevant content when writing is 1822 

more specific and advanced (W.6.2) and for the first time includes a thesis statement. 1823 

Students also continue to write narrative texts, which now contain relevant descriptive 1824 

details and well-structured event sequences (W.6.3).  1825 
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Regardless of text type and purpose, students write primarily in response to text 1826 

or texts while establishing and maintaining a formal style. They also conduct short 1827 

research projects to answer a question. For the first time students are expected to use 1828 

multiple print and digital sources, assess the credibility of each source, and quote data 1829 

and conclusions while avoiding plagiarism. Keyboarding is more important; students are 1830 

expected to type three pages in a single sitting in grade six—increasing from the two 1831 

expected in grade five and the one in grade four. Students demonstrate greater 1832 

independence in using technology, including the Internet, to produce and publish writing 1833 

and interact with others. 1834 

Students write for many purposes and many time frames and use a process for 1835 

planning, composing, revising, and editing.  1836 

In the following snapshot, students analyze data, write an argument, and present 1837 

their findings in mathematics in response to real-life scenarios. 1838 

 1839 

Snapshot 6.3  Integrated Mathematics and Literacy in Grade Six 

Ms. Smith has been teaching a unit on data analysis to her sixth grade class. She has provided 

vocabulary instruction to ensure her students have an understanding of the terms: mean, median, mode, 

and range as well as how these measures of central tendency and spread are applied when organizing 

and analyzing data. Ms. Smith wants to assess her students’ knowledge and skills and also have the 

students reflect on their own skill levels, so she prepares a set of small scenarios involving real-life 

situations in which data has been collected. The students are required to identify the most appropriate 

form of data analysis (mean, medium or mode). The students will then need to construct a viable 

argument using text and data from the scenario to defend their choice of data analysis and critique the 

reasoning of others during presentations (Mathematical Practice Standard 3, WHST.6-8.1 and RST.9-

10.7).  

In order to ensure students fully understand, she knows she will need to thoroughly explain how 

to complete the data analysis given a scenario, and how to defend the choice of data analysis. She will do 

this through a demonstration lesson which includes presenting and defending her choice of data analysis. 

After she has modeled how to engage in the task,  

Ms. Smith distributes the set of scenarios to the students. She then gives students an opportunity 

to read their vignettes, briefly discuss them in their table groups, and ask any clarifying questions. The 

She students are then asks the studentsed to repeat the directions for the activity. Ms. Smith asks several 

students to do this to ensure all students understand the task before them. Students are then given time 
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to study their scenario, determine what they believe are the most appropriate forms of data analysis, and 

work together in pairs to write a viable argument defending their choice. The sStudents thenwill create a 

poster of their work to present to the class. After students present their posters, the posters will be they 

are displayed hung on the wallthroughout the room. AfterWhen the last presentation of the day is given, 

the students will then conductdo a “gallery walk” of thewhere, again working with a partner, they examine 

the posters and put a sticky note on each poster, stating whether they support or refute the argument and 

why. 

Sample Scenario  
The owner of a car dealer is looking to promote a salesperson to sales manager. He 

decided to look at the number of cars and trucks each of his salespeople sold over a four week 

period. Since data is easier to read in a table, the owner constructed the table below. The owner 

spent many days thinking about how best to way to look at the data to be fair to all his 

employees. However, he was stuck and decided to ask his employees to make an argument as 

to why they should be the one promoted.  

Caleb does not know how to analyze data and has asked for your help. Determine 

which measure of central tendency is most appropriate to use to represent how many cars and 

trucks Caleb sells in a four week period. Since Caleb must meet with the owner, he also needs 

to justify why this measure of central tendency best represents his skills as a salesman. 

(Construct a viable argument.) Remember, Caleb wants this job promotion but he also must be 

honest with the owner. 

 
 

CA CCSS for ELA/Literacy: WHST.6-8.1; RST.6-8.7  

Related CA CCSS for Mathematics:  
MP.3 Construct viable arguments and critique the reasoning of others.  
6.SP.5.c. Giving quantitative measures of center median and/or mean) and variability (interquartile range 

and/or mean absolute deviation), as well as describing any overall pattern and any striking deviations 

from the overall pattern with reference to the context in which the data were gathered.  

Source: Lori Freiermuth and Krista Aziz. Data is from www.education.com/study-hep/article/averages-

median-mode_answer.  
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 1840 

In the following writing sample the student author demonstrates achievement of 1841 

standard 3 for narrative writing. (See sections for grades seven and eight for examples 1842 

of student writing for argument and informative/explanatory text types.)  1843 

 1844 

Figure 6.9. Grade Six Writing Sample 1845 

Narrative, Grade Six 

 
 
 

How the great Saltwater came to be 
  A long, long time ago, there were many gods. Two were Sarias the 

salt god, and Walior the water god. They argued quite a bit and all of the other 

gods were sick of it. So was a newt named Yellow-Belly. I was the middle of 

the summer and one day when the gods were on a ship, Yellow-Belly had 

also snuck aboard. Once again, they were arguing and Yellow-Belly decided 

to put a stop to it once and for all. 

 “Sarias how can you put up with that insolent Walior? You guys 

should have a battle and whoever loses will be dead and you won’t have to 

worry about arguing anymore.” 

 Meanwhile up in the sky the other gods are trying to figure out a way 

to get the two gods to stop arguing but they didn’t want it to be in a violent 

way. They have no idea what the shrewd newt Yellow-Belly was up to. 

 Yellow-Belly gets Walior alone and now he want Walior to have a 

battle too. “Walior why are you just sitting here you guys should have a battle 

to the death so that you won’t have to argue about who’s right anymore.” 

 “Well Yellow-Belly I don’t know what if I lose and get killed? 

 “Walior are you really asking me that? Of course you won’t lose and 

get killed. I mean you are the better of the two. You are more handsome and 

way stronger. You have nothing to lose by having a battle because Sarias is 

sure to lose.” 

 “Of course you are right Yellow-Belly and that is a great idea.” 

Now Yellow-Belly has Walior eager to do battle with Sarias, but what if Sarias 

doesn’t agree? 

 “So Sarias have you made up your mind on whether you will have a 

battle with Walior?” 

Engages and orients 
the reader by 
establishing context 
for narrative to follow. 
Main characters are 
introduced – Sarias the 
salt god, Wailor the 
water god, and the most 
important character 
(protagonist) the newt 
Yellow-Belly. The 
arguing between the two 
gods becomes the focus/ 
conflict of the narrative. 
 
Uses dialogue to 
develop characters 
and events, so that the 
plot develops. 
 
Uses transitional 
phrase to signal shift 
in setting 
 
 
 
 
 
Uses dialogue to 
develop character, 
which shows the reader 
how clever Yellow-Belly 
is 
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 “No not really because I am worried that Walior might win.” 

 “Oh you mean that great buffoon. He couldn’t beat you if your eyes 

were shut and your hands tied up my lord. You have no need to worry about 

him because YOU are sure to be the winner. You are smaller sure but you 

have cunning and fearlessness on your side. I mean, have you lost a battle 

yet? No, because you are the best god ever.” 

 “I guess you are right and I will do as you suggest. But what about 

Walior?” 

 “Oh don’t worry about him my lord I have already taken care of him. 

He will die at your hand.” 

 “All right you gods are you ready for your battle? You know who will 

win and you don’t need to worry about it.” 

 “So Sarias, you sure you want to do this? You know that I will win 

because I am much more handsome and I am way stronger.” 

 “Even so Walior I am more cunning and I haven’t lost to any beast 

yet.” 

 “There’s always a first time Sarias.” 

 There was a great battle that lasted 8 days and 8 nights. Eventually 

Sarias emerged victorious. As he was standing over Walior and gloating: “Ha 

ha I have killed you W…” 

 As he said this Walior reached up and slashed him in the stomach. 

As Sarias fell from the pain, his great-sword plunged into Walior’s heart. And 

so the great Sarias won the battle but he died in the end from his stomach 

wound because Walior had been very vicious and had cut a major artery. And 

so they both died because of a newt who was fed up with their antics. After 

they died, they both had left behind great quantities of both salt and water. 

The other gods saw it and they had to figure out what to do with all of that salt 

and water. 

 They were smart and they did the smartest thing that they could think 

of. They mixed all of the salt with all the water, and they made salt water. 

Then they picked a HUGE place to distribute all of it and there is now salt 

water because of that crazy newt, Yellow-Belly. 

 But of course, Yellow-Belly had to be punished. However, the other 

gods were so happy because they didn’t have to deal with arguing between 

the deceased, that they didn’t want to punish Yellow-Belly very much. They 

just sentenced him and all of his descendants to a life in pond water with NO 

talking. 

 
 
 
 
 
Uses precise words 
and phrases, relevant 
descriptive details to 
develop action, events, 
and characters 
 
 
 
Uses dialogue to 
develop character. This 
time, the dialogue is 
between the two gods, 
which again shows the 
reader how clever 
Yellow-Belly has been in 
setting up this action. 
 
 
 
 
 
Uses transitional 
words (eventually) to 
signal shifts from one 
timeframe to another 
 
 
 
Uses precise sensory 
language (slashed him 
in the stomach, plunged 
into Wailor’s heart, 
vicious)  
 
 
 
 
 
 
 
 
 
Provides a conclusion 
which follows from the 
events and focus / 
conflict of the narrative 
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In this narrative, the writer tells the story of how the seawater became salty, in the manner of a 

myth or legend. She focuses it around the conflict between two gods, the god of salt and the god of water. 

The protagonist is the newt, whose interests and actions to get the gods to stop arguing drive the plot of 

the narrative. 

The writer has organized a well-structured event sequence that unfolds naturally to develop the 

story line. She uses transition words and phrases  to move the plot along, and to signal shifts in time 

frame and setting (meanwhile, up in the sky). 

The writer makes the tricky and clever character of the newt very clear throughout.  Most of the 

action and character development is done through dialogue. There is some precise descriptive sensory 

language used, as well. At times, it would be helpful to have a bit more description or narrator voice along 

with the dialogue, but in general the writer controls this plot and character development well.  

The narrative concludes with “how we got salt water,” which follows well from the narrated events. 

(Adapted from achievethecore.org) 

 1846 

 Discussing 1847 

 Collaborative discussions remain an important element of instruction in grade six. 1848 

As with reading and writing, students now refer to evidence on the topic, text, or issue 1849 

during discussions. Students demonstrate understanding of multiple perspectives 1850 

through reflection and paraphrasing during discussions as well.  1851 

Teachers guide students to develop their collaboration and discussion skills by 1852 

using techniques that promote productive and equitable group work. Methods such as 1853 

reciprocal teaching, expert group jigsaw, and literature circles can provide students with 1854 

structured opportunities to engage in collaborative discussions as they grapple with 1855 

understanding a selection of text. These strategies may involve assigning students 1856 

specific roles for their small group discussions. Teachers should take time to teach 1857 

students the responsibilities of each role so they can work independently when they 1858 

break into small groups. Figure 6.10 presents an expanded version of the small-group 1859 

roles presented in Chapter 5.  1860 
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Figure 6.10. Small-Group Roles for Nonfiction Discussions 1861 

Summarizer 
 

Good readers can pick out the important concepts from the reading and retell 
them in their own words.  
Your job is to prepare a clear summary of the text to share with your group. Identify 

three to five key ideas or important concepts from the text, excluding any specific 

details. You may need to synthesize or combine the ideas to make sure the summary 

provides a clear overview of the text’s purpose and main points. Depending on your 

particular reading, develop a paragraph or list of sentences that retells these 

concepts using your own words. 

How will you involve other participants in the discussion?  
Be prepared to go over the aspects of a good summary and ask the group how to 

improve yours. 

Connector 
 

Good readers make connections between what they are reading and what they 
already know in order to help make sense of the text.  
Your job is to find connections between the reading and the outside world, including 

connections to your own life, previous readings, content you have learned from class 

or news sources, or other information that this text reminds you of. Make at least 

three connections to specific sections of the reading. For each one, identify the page 

number (and/or paragraph number) of the text you are connecting to, explain the 

connection, and if possible, share how this helps you understand the reading better. 

How will you involve other participants in the discussion?  
Find out if the other members of the group share similar connections. How could you 

challenge the group to make a connection to previous readings or learning from this 

class?  

Questioner 
 

Good readers ask questions as they read, noticing when they are confused, 
curious, or interested in the text.   
Your job is to generate questions that you have about the text. Notice questions that 

pop up as you read and also take time to think of questions after reading.  You might 

include questions you would like to investigate, questions about understanding a key 

word or important concept, or any other questions you think the group might like to 

discuss. Write down at least five questions. For each one, write the page number 

(and/or paragraph number) of the text it corresponds to.  

How will you involve other participants in the discussion?  
Prepare educated guesses or a sample response to the questions whenever 

possible, but when sharing your questions, give others a chance to respond first. 

 1862 
 1863 
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Passage/ Quote 
Finder 
(nonfiction) or 
Literary 
Luminary 
(fiction) 
 

Good readers notice interesting, funny, puzzling, or important sections of the 
text that catch their attention.   
Your job is to locate a few special sections of the reading that the group should 

review and discuss. Find at least three special passages that “jumped out” at you as 

you were reading. These might be passages that seem especially important, 

puzzling, written well, controversial, or striking in some way. For each one, identify its 

page number (and/or paragraph number) and write down your reason for picking it. 

How will you involve other participants in the discussion?  
Describe how you plan on sharing and discussing the passage with the group (e.g., 

read aloud, ask someone to read, read silently). What follow-up questions could you 

ask to spark ongoing conversation? 

Note: This role can be presented as “Quote Finder” and require students to look for 

and write down a particular quote. 

Textbook 
Detective 
(nonfiction) or 
Researcher 
(fiction) 

Good readers notice the key features of nonfiction text that alert you to 
important information.  
Your job as Textbook Detective is to identify examples of key features in the text that 

help you understand important ideas. Look for examples of special fonts, illustrations 

or photographs, graphics, and text organizers (headers, glossary, preface, or 

vocabulary list). Note the page number, paragraph number, and/or location of the 

features and describe the important idea they are calling to your attention. 

How will you involve other participants in the discussion?  
Decide how you will help members find and discuss these features. For example, 

you might ask “What does this particular part of the text tell us?” or “Did anyone else 

notice this feature when they were reading?” 

Illustrator 
 

Good readers are able to visualize what they read about to help make the text 
clearer and easier to understand.  
Your job is to create three drawings connected to the reading to share with the 

group. They can be any combination of drawings, diagram, graph, flowchart or 

anything else that helps present the information visually. You might want to draw 

something complex or difficult to understand, an idea that interests you, or something 

from the text that is easy to draw. Write the page number (and/or paragraph number) 

within text that this drawing refers to. 

How will you involve other participants in the discussion?  
When your group meets, do not tell them what the drawing is about. Let them guess 

and discuss it first, then tell them what the drawing is about and why you chose it. 

(You might prepare some clues in case your classmates are stuck.) 

NOTE: This can be an especially effective role for all students to complete before 
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beginning work on a complex science lab or any assignment that is difficult to 

understand. For example, you might require students to draw a visual for each 

component of a lab procedure to demonstrate their comprehension of the activity 

before beginning the lab. 

Word Wizard 
 

Good readers are able to pick out key terms or words in a reading and use 
clues to figure the meaning of new vocabulary.  
Your job is to be on the lookout for words that have special meaning, that interest 

you, or that you think are very important to the story. Find at least five words. Mark 

some of these key words while you are reading, and then later jot down their 

definitions, either from the text or from a dictionary or other source. For each one, 

identify the page number (and/or paragraph number) it is located on and describe 

why you chose it.  

How will you involve other participants in the discussion?   
Decide how you will help members find and discuss these words. For example, you 

might ask, “How does this word fit into the reading?” or “Does anyone know what this 

word means?” 

Discussion 
Director 
 

Your job is to make sure the group discussion stays on track and that everyone 

participates.  

Make a list of what a good discussion would look like. What are questions or prompts 

you can ask to help the group have a good discussion? 

Note: This role can also be added to the role of Summarizer, Questioner, or Passage 

Master, with the idea that the Discussion Director will present first and then open up 

discussion to the group. She or he can also ask participants to share their 

preparation and ask follow-up questions or make connections that help to build 

ideas. 

Adapted from Daniels 1994 1864 

 1865 

Presenting  1866 

Students’ presentations become more formal in grade six as do expectations for 1867 

listening to and analyzing information presented orally and through multimedia. For the 1868 

first time, students are expected to delineate a speaker’s argument and specific claims, 1869 

distinguishing claims that are supported by reasons and evidence from claims that are 1870 

not. Students present claims and findings in argument, narrative, informative, and 1871 

response to literature presentations on a regular basis in grade six (SL.6.4). Specifically 1872 

in grade six, they plan and deliver an informative/explanatory presentation that mirrors 1873 
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many of the expectations in writing (SL.6.4a). Presentations include multimedia 1874 

components (e.g., graphics, images, music, sound) and visual displays to clarify 1875 

information. 1876 

Using Language Conventions 1877 

Students in grade six increase their command of conventions of standard English 1878 

grammar and usage when writing and speaking and capitalization, punctuation, and 1879 

spelling when writing. They retain and further develop the skills learned in previous 1880 

years and learn and use new conventions. Conventions are learned through rich 1881 

instruction and by analyzing model texts and the use of conventions in students’ own 1882 

writing.  1883 

New to grade six are the following: 1884 

L.6.1a. Ensure that pronouns are in the proper case (subjective, objective, 1885 

possessive)  1886 

L.6.1b. Use all pronouns correctly 1887 

L.6.1c. Recognize and correct inappropriate shifts in pronoun number and person 1888 

L.6.1d. Recognize and correct vague pronouns 1889 

L.6.1e. Recognize variations from standard English in own and others’ writing 1890 

and use strategies to improve expression in conventional language 1891 

L.6.2a. Use punctuation (commas, parentheses, dashes) to set off nonrestrictive 1892 

and parenthetical elements 1893 

L.6.2b. Spell correctly  1894 

Students improve as they develop their ability to edit their own writing, identifying 1895 

and correcting their own errors in language conventions. To learn and use conventions 1896 

effectively students need to write frequently for shorter and extended time frames and 1897 

receive strategic feedback from their teachers.  1898 

Content Knowledge  1899 

Reading and interacting with literature and 1900 

informational text, conducting research, and reading 1901 

widely and independently build students’ knowledge 1902 

of content in ELA and other disciplines. Students in 1903 

grade six engage in the study of literature, literary 1904 
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nonfiction, and nonfiction in ELA and other disciplines. Literature study, although not 1905 

confined exclusively to ELA, primarily occurs in ELA classrooms. As students face 1906 

increased literacy demands in all content areas in grade six, improved comprehension 1907 

becomes ever more critical to their academic success. As discussed in meaning 1908 

making, strategy instruction is an important part of ensuring comprehension; no 1909 

substitute exists, however, for participation of all students in a full curriculum in all 1910 

content areas. Knowledge of content, including literature, increases proficiency in all the 1911 

language arts—most notably reading comprehension.  1912 

The following snapshot depicts a historical investigation, in which students read 1913 

and analyze primary and secondary sources, write short responses, and participate in 1914 

small-group and class discussions.  1915 

Snapshot 6.4 World History in Grade Six 

Mr. Pletcher was teaching his sixth grade students about the formation of the early civilizations in 

Egypt, Mesopotamia and India along the major river systems of the Nile, Tigris, Euphrates, and Indus. 

Using information from the Education and the Environment Initiative (EEI) Curriculum, Mr. Pletcher posed 

this historical investigation question: How did the advantages and challenges of river systems lead to the 

rise of civilizations in Egypt, Mesopotamia, and India? 

Mr. Pletcher began the lesson with a map activity so that students could locate the key river 

systems and early civilizations. Then he projected NASA satellite images of the Nile River delta, the 2010 

flooding along the Indus River, and the desert landscape surrounding the irrigated zone along the Tigris 

and Euphrates Rivers, along with artwork from the civilizations. He asked students to brainstorm the 

advantages and challenges of river systems and recorded their answers on the board. 

Next, the students were given a secondary text that explained the concept of civilization. The text 

contained short paragraphs on key terms, such as city, urban, centralization, society, religion, 

government, division of labor, irrigation, and dikes, along with historical context and examples from the 

Egyptian, Mesopotamian and Indus River civilizations. Each key term was defined within the sentence, 

and the questions following each short paragraph asked students to explain the key term and to state 

how it might be related to civilization. The final paragraph gave a summary definition of civilization, which 

students then stated in their own words. After students read the text and answered the vocabulary 

questions, Mr. Pletcher led a whole class discussion about the student answers and recorded a class 

definition of civilization on the board. 

Mr. Pletcher then divided the class into small groups and distributed a graphic organizer to each 

group. The graphic organizer was a table with four columns and four lines. In the first column, students 

were instructed to identify two advantages and two challenges of river systems. In the second column, 

students wrote down how the advantage or challenge led to the rise of civilization. In the third column, 
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students recorded specific evidence from the text (that is, on the civilizations of Egypt, Mesopotamia, or 

India), and in the fourth column, they cited the source of the evidence (e.g. page number and paragraph).  

To conclude, Mr. Pletcher led the class in a discussion about the historical investigation question. 

Students answered the question citing specific textual evidence to support their answers. 

CA CCSS for ELA/Literacy 
SL.6.1; RH.6-8.1; RH.6-8.4; RH.6-8.7 

Related CA HSS Content Standards 
6.2 Students analyze the geographic, political, economic, religious, and social structures of the early 

civilizations of Mesopotamia, Egypt, and Kush.  

1. Locate and describe the major river systems and discuss the physical settings that supported 

permanent settlement and early civilizations.  

2. Trace the development of agricultural techniques that permitted the production of economic surplus 

and the emergence of cities as centers of culture and power.  

Citation: California History-Social Science Project, University of California, Davis. 

  1916 

Content knowledge, as are all the themes, is supported by wide reading. 1917 

Teachers should plan a program of independent reading that encompasses literature, 1918 

literary nonfiction, and nonfiction. See the section on wide reading and independent 1919 

reading in Chapter 2 and in the overview of the span in this chapter. 1920 

Foundational Skills  1921 

Ideally by the time students enter grade 1922 

six, their knowledge of foundational skills is 1923 

well established. They have a large base of 1924 

sight words, and they rapidly and effectively 1925 

employ word recognition skills to identify new 1926 

printed words. Fluency, which includes 1927 

accuracy, rate, and prosody, continues to 1928 

develop as students engage in wide and 1929 

extensive reading. Rate of reading varies, 1930 

however, as it should, with the text and the 1931 

task. Based on an extensive study of oral 1932 
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reading fluency, Hasbrouck and Tindal (2006) recommend that students scoring more 1933 

than 10 words below the 50th percentile receive additional instruction that targets 1934 

fluency.  1935 

 1936 

Figure 6.11X. Mean oral reading rate of grade six students 1937 

Percentile Fall WCPM* Winter WCPM* 
Spring 
WCPM* 

Avg. Weekly 
Improvement** 

90 

75 

177 

153 

195 

167 

204 

177 

0.8 

0.8 

50 127 140 150 0.7 

25 

10 

98 

68 

111 

82 

122 

93 

0.8 

0.8 

*WCPM = Words Correct Per Minute **Average words per week growth 1938 

(Hasbrouck and Tindal 2006) 1939 

 1940 

Fluency rates must be cautiously interpreted with all students. See the discussion 1941 

of fluency in the overview of the span in this chapter and the section on supporting 1942 

students strategically. The primary way to support students’ fluency is to ensure 1943 

accuracy in decoding and engagement in wide, extensive reading of texts that are 1944 

neither too simple nor too challenging. In addition, students should have authentic 1945 

reasons to reread text because rereading also supports fluency.  1946 

For information on teaching foundational skills to middle school students who 1947 

need it, see the section on supporting students strategically in the overview to the span 1948 

of this chapter. See also Chapter 9, Equity and Access.  1949 

English Language Development in Grade Six 1950 

In grade six, ELs learn English, learn content knowledge through English, and 1951 

learn about how English works. English language development occurs throughout the 1952 

day across the disciplines and also during a time specifically designated for developing 1953 

English based on ELs’ language learning needs. In integrated ELD, teachers use the 1954 

CA ELD Standards to augment the ELA and other content instruction they provide. For 1955 

example, to support English learners at the emerging level of English language 1956 
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proficiency, particularly ELs who are new to the U.S. and to English, to write an 1957 

informational text (an autobiography, for example), teachers might have the students 1958 

read and discuss short autobiographies as mentor texts and explicitly show the students 1959 

how autobiographies are organized, specific information that is typically included in 1960 

autobiographies, and particular language that is useful for this text type (e.g., text 1961 

connectives for showing when things happened in time, such as “when I was ten,” “after 1962 

I came to the U.S.,” etc.). Teachers might also provide sentence or paragraph frames 1963 

for students to use in their autobiographies and provide bilingual dictionaries and 1964 

thesauruses so they can include precise vocabulary and new grammatical structures as 1965 

they convey their knowledge of the topic. Providing opportunities for newcomer ELs to 1966 

read and discuss texts in their primary language can also support their understandings 1967 

of how to write these text types in English. 1968 

Students at the Expanding and Bridging levels of English language proficiency 1969 

may not need this level of linguistic support. As they progress in their understandings of 1970 

English and their abilities to use English to convey meanings, ELs abilities to write 1971 

longer texts independently that meet the expectations of particular text types will 1972 

increase. However, all EL students will need varying levels of scaffolding depending on 1973 

the task, the text, and their familiarity with the content and the language required to 1974 

understand and discuss it. Figure 6.11 12 shows one CA ELD Standard that a teacher 1975 

might use to plan differentiated instructional support based on language proficiency and 1976 

students’ needs for scaffolding during ELA or other content instruction. 1977 
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Figure 6.1112. Using the CA ELD Standards in Integrated ELD  1978 

English Language Development Continuum 
-------- Emerging ----------------------- Expanding ---------------------- Bridging --------------- 

10. Writing 
a) Write short literary and 

informational texts (e.g., an 

argument for protecting the 

rainforests) collaboratively (e.g., 

with peers) and independently. 

 

10. Writing 
a) Write longer literary and 

informational texts (e.g., an 

argument for protecting the 

rainforests) collaboratively (e.g., 

with peers) and independently 

using appropriate text 

organization. 

 

10. Writing 
a) Write longer and more detailed 

literary and informational texts 

(e.g., an argument about 

protecting the rainforests) 

collaboratively (e.g., with peers) 

and independently using 

appropriate text organization and 

growing understanding of 

register. 

 1979 

Designated ELD is a protected time during the regular school day when qualified 1980 

teachers work with ELs. Students are grouped by similar English proficiency levels and 1981 

teachers focus on critical academic language the students need to develop in order to 1982 

be successful in academic subjects. Designated ELD time is an opportunity to focus on 1983 

and delve deeper into the linguistic resources of English that ELs must develop in order 1984 

to engage with and make meaning from content, express their understanding of content, 1985 

and create new content in ways that meet the expectations of the CA CCSS for 1986 

ELA/Literacy and other content standards. Accordingly, the CA ELD Standards are the 1987 

primary standards used during this designated time. However, the content focus is 1988 

derived from ELA and other areas of the curriculum.  1989 

For more detailed information on integrated and designated ELD, see the grade 1990 

span section of this chapter and Chapter 2. 1991 

ELA/Literacy and ELD in Action in Grade Six 1992 

The ELA and ELD vignettes below are intended to provide concrete illustrations 1993 

of how to implement the CA CCSS for ELA/Literacy and the CA ELD Standards in 1994 

tandem. The vignettes are useful resources for teachers to discuss and use as they 1995 

collaboratively plan lessons, extend their learning, and refine their practice. The 1996 

examples in the vignettes are not intended to be prescriptive, nor are the instructional 1997 

approaches limited to the identified content areas. Rather, they are provided here as 1998 
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tangible ideas that can be used and adapted as needed in flexible ways in a variety of 1999 

instructional contexts. 2000 

Both the CA CCSS for ELA/Literacy and the CA ELD Standards acknowledge the 2001 

importance of reading complex texts closely and thoughtfully to derive meaning. As 2002 

Shanahan (2013) has pointed out, the meaning of complex texts “is hidden in the text 2003 

and needs to be acquired through careful and thorough analysis and reanalysis.” 2004 

Accordingly, teachers should prepare reading lessons carefully and purposefully before 2005 

teaching. This includes selecting challenging texts that are worth reading and rereading; 2006 

reading the texts ahead of time to determine why the text might be challenging and 2007 

where language may be complicated or unfamiliar; and planning a sequence of tasks 2008 

and a series of lessons that build students’ abilities to read complex texts with 2009 

increasing independence. This process requires teachers to analyze the cognitive and 2010 

linguistic demands of the texts, including the sophistication of the ideas or content of the 2011 

text, students’ prior knowledge of the content, and the complexity of the vocabulary, 2012 

sentences, and organization of the text.  2013 

As discussed earlier in meaning making, teachers should model during 2014 

instruction how to read text closely by thinking aloud for students, highlighting the literal 2015 

and inferential questions they ask themselves and pointing out language and ideas they 2016 

notice while reading. Teachers should guide students to read complex texts frequently 2017 

and analytically using concrete methods with appropriate levels of scaffolding. Sixth 2018 

graders need many opportunities to read a wide variety of complex texts and to discuss 2019 

the texts they are reading, asking and answering literal (on the surface) and inferential 2020 

(below the surface) text-dependent questions to determine the explicit and implicit 2021 

meanings in the text and to identify how and evaluate how well authors present their 2022 

ideas. 2023 

Importantly, for English learners, teachers should explicitly draw attention to text 2024 

structure and organization and to particular elements of language (e.g., text structure 2025 

and organization, complex sentences, vocabulary) that serve as resources that help the 2026 

author convey particular meanings. Examples of specific elements of language 2027 

resources text connectives to create cohesion (e.g., for example, suddenly, in the end); 2028 

long noun phrases to expand and enrich the meaning of sentences (e.g., “the whole 2029 
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strange-familial world, glistening white” [CCSS, Appendix B, p. 80]); and complex 2030 

sentences which combine ideas and convey meaning in specific ways (e.g., “Now that 2031 

we no longer belonged to the Company, we somehow had to acquire a thousand dollars 2032 

worth of property, a faraway figure when you can only save nickels and dimes.” [CCSS, 2033 

Appendix B, p. 80]). Providing English learners with opportunities to discuss the 2034 

language of the complex texts they are reading enhances their comprehension of the 2035 

texts while also developing their awareness of how language is used to make meaning. 2036 

Lesson planning should look forward to year-end and unit goals and incorporate 2037 

the framing questions in Figure 6.12 13 below. 2038 

 2039 

Figure 6.1213. Framing Questions for Lesson Planning 2040 

Framing Questions for Lesson Planning 

Framing Questions for All Students Add for English Learners 

• What are the big ideas and culminating performance tasks 

of the larger unit of study, and how does this lesson build 

toward them? 

• What are the learning targets for this lesson, and what 

should students be able to do at the end of the lesson?  

• Which clusters of CA CCSS for ELA/Literacy does this 

lesson address?  

• What background knowledge, skills, and experiences do 

my students have related to this lesson? 

• How complex are the texts and tasks that I will use? 

• How will students make meaning, express themselves 

effectively, develop language, and learn content? How will 

they apply or learn foundational skills? 

• What types of scaffolding, accommodations, or 

modifications will individual students need to effectively 

engage in the lesson tasks? 

• How will my students and I monitor learning during and 

after the lesson, and how will that inform instruction? 

• What are the English language 

proficiency levels of my 

students? 

• Which CA ELD Standards 

amplify the CA CCSS for 

ELA/Literacy at students’ English 

language proficiency levels? 

• What language might be new for 

students and/or present 

challenges? 

• How will students interact in 

meaningful ways and learn 

about how English works in 

collaborative, interpretive, and/or 

productive modes? 

 2041 
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ELA and ELD Vignettes 2042 

The following vignette (6.1) illustrates how a teacher might implement the CA 2043 

CCSS for ELA/Literacy and the CA ELD Standards during ELA instruction where close 2044 

reading is the focus of instruction. (Vignette 6.2 provides an example of how designated 2045 

ELD can build from and into the types of lessons outlined in the ELA vignette.) 2046 

 2047 
Vignette 6.1 ELA Instruction in a Grade Six Interdisciplinary Unit 

Close Reading of a Memoir (Literary Nonfiction) 

Background 
Ms. Valenti’s sixth grade English language arts (ELA) class is learning how to read texts more 

analytically. Currently, the class is reading memoirs to determine how people depict their formative years, 

including seminal events that shaped their profession or outlook on the world. Ms. Valenti’s class of 35 

students includes two students with mild learning disabilities and five English learners at the Expanding 

level of English language proficiency, four who have been in U.S. schools for at least four years and one 

who arrived to the U.S. a little over a year ago. Ms. Valenti collaborates with the other sixth grade teachers 

at her school. Two teachers teach the students mathematics and science, and Ms. Valenti and another 

sixth grade teacher teach ELA and History/Social Studies. There are a small number (3-5) of EL students 

in each sixth grade class, and each of the sixth grade teachers teach their own students designated ELD in 

small groups. Specialists teach the visual and performing arts, as well as P.E.  

The interdisciplinary team works together to determine the cross-curricular themes they will teach. 

Some of the reading of informational and literary texts is done in ELA, but much of it is done in the other 

content areas. For example, during science and history/social studies time, the class reads informational 

texts related to the topics they are learning about. During ELA time, the class reads literature or literary 

non-fiction related to the science or history topics – or both.  

Lesson Context 
The current interdisciplinary theme is “Careers in Action,” and Ms. Valenti has selected a text that 

she thinks will appeal to students at this age as it focuses on parents’ expectations for their children and 

how they teach them important life lessons that shape their outlook on the world. The text, “The Making of 

a Scientist,” is a memoir by Richard Feynman, a famous American scientist who won the Nobel Prize in 

Physics and who is often noted as the best mind since Einstein. In science that day, Ms. Valenti’s 

colleague will engage the students in a science experiment that illustrates the law of inertia, which 

Feyman includes in his memoir. 

Lesson Excerpts 
In today’s lesson, Ms. Valenti is going to engage her students in the first of a series of close 

reading lessons on Feynman’s memoir and discuss with them how his early experiences sparked a career 

in science. During this lesson - the first of three on the same text - students analyze the ideas in one 
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portion of the text, while focusing on how the author uses language resources (vocabulary, syntax, and 

rhetorical devices) to construct the narrative and convey his meaning. In addition, students gain practice in 

note-taking and summarizing text. The learning target and focus standards for the lesson are provided 

below: 

 

Learning Target: The students will analyze a short memoir, discuss their interpretations, and 

identify the central idea and how it is conveyed through details in the text. 

Primary CA CCSS for ELA/Literacy Addressed: RI.6.2; W.6.9; SL.6.1 

Primary CA ELD Standards Addressed (Expanding level shown): ELD.PI.6.1; ELD.PI.6.6b 

 

Ms. Valenti starts by connecting the new learning to what students already know and by giving a 

brief background of the text and author. 

Ms. Valenti: Today we’re going to read a memoir by a famous scientist named Richard Feynman. 

In the memoir, which is a story of your life that you write yourself, Feynman explains how his father 

taught him some important life lessons that ultimately shaped his career. This is something that 

your parents or grandparents or whoever it is who is responsible for raising you does all the time. 

For example, they may try to teach you to responsibility by having you do chores around the 

house, like washing the dishes. Does anyone do that? Or, they may try to teach you compassion 

by having you take care of your little brother or sister or your grandparents when they’re sick. 

Sometimes you’re not aware that they’re trying to teach you these life lessons until much later. 

Very briefly, turn and talk about some of the life lessons you think your parents or grandparents or 

whoever takes care of you are trying to teach you. 

The students briefly share with one another. Before they read the text about the principles his 

father taught him, Ms. Valenti shows them a short video so they can get a sense of who Feynman was 

during his career as a scientist. The animated video “Ode to a Flower” was created by Fraser Davidson to 

accompany Feynman talking about the nature of beauty 

(http://www.youtube.com/watch?v=VSG9q_YKZLI). 

Ms. Valenti asks the students to briefly discuss at their table groups (they are seated four to a 

table) how the video depicts the kind of person Feynman was, and after a couple of minutes, and asks two 

students to share their ideas. She briefly explains some terms in the reading that students would not be 

likely to determine from the context (such as Encyclopedia Britannica, magnitude, translate) but that are 

critical for understanding the text. She also briefly reviews what the literary term “theme” means by 

drawing students’ attention the chart in the room that defines literary terms and then gives a few 

examples from previously read texts as an additional reminder. She tells them that they’re going to be 

looking for themes in the text.  

Next, she reads the first part of the text aloud as students read along silently with her in their own 

copies. Ms. Valenti has found that reading aloud complex texts gives her students a feeling for the 
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various voices in the narrative and models for them the intonation she uses as a proficient reader. This 

also provides an oral introduction to the language in the text and gives her an opportunity to stop at 

strategic points to explain particular vocabulary and untangle syntactic structures (i.e., paraphrase 

particularly complex sentences) that may be unfamiliar to students.  

After, she asks the students to share with a partner, in their own words, what they think the main 

theme or lesson of the section is as she listens in while circulating around the room. Her on-going intent is 

to support students to interpret texts deliberately, and she needs to know how they are currently 

interpreting texts so that she can stretch them to develop increasingly sophisticated levels of proficiency 

and develop greater autonomy as readers. She notes that there are multiple interpretations of what the 

main theme or lesson is, and she uses this observational information to shape how she’ll support 

students to read the text analytically so that they can refine or revise their initial ideas about what the 

author is expressing both explicitly and implicitly.  

Ms. Valenti then asks the students to read the same text silently while they use a reading guide 

that contains focus questions. She explains that they will read the text multiple times and that for this first 
reading, they will just read for general understanding and do not need to worry about knowing the 

meaning of every word. (The students will have opportunities to analyze the vocabulary, grammatical 

structures, and nuanced meanings in the text as the lesson progresses.) The focus questions are 

displayed on the board, and she reviews each question to ensure her students understand them. She 

also provides them with a half-page handout with the focus questions on them: 

 

Focus Questions for Today’s Reading 
Write notes under each question as you read. 

o What is happening in the text? 

o Who is in the text and how are they interacting? 

o  What was Feynman’s father trying to teach his son with the tiles? 

o  What was Feynman’s father trying to teach his son with the dinosaurs? 

o Which sentence best captures the central idea in this part of the text? 

 
Excerpt from the text: 

“The Making of a Scientist” by Richard Feynman 
 

Before I was born, my father told my mother, “If it’s a boy, he’s going to be 

a scientist.” When I was just a little kid, very small in a highchair, my father 

brought home a lot of little bathroom tiles—seconds—of different colors. We 

played with them, my father setting them up vertically on my highchair like 

dominoes, and I would push one end so they would all go down. 

Then after a while, I’d help set them up. Pretty soon, we’re setting them up 
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in a more complicated way: two white tiles and a blue tile, two white tiles and a 

blue tile, and so on. When my mother saw that she said, “Leave the poor child 

alone. If he wants to put a blue tile, let him put a blue tile.” 

But my father said, “No, I want to show him what patterns are like and how 

interesting they are. It’s a kind of elementary mathematics.” So he started very 

early to tell me about the world and how interesting it is. 

We had the Encyclopaedia Britannica at home. When I was a small boy 

he used to sit me on his lap and read to me from the Britannica. We would be 

reading, say, about dinosaurs. It would be talking about the Tyrannosaurus rex, 

and it would say something like, “This dinosaur is twenty-five feet high and its head 

is six feet across.” 

My father would stop reading and say, “Now, let’s see what that means. 

That would mean that if he stood in our front yard, he would be tall enough to put 

his head through our window up here.” (We were on the second floor.) “But his 

head would be too wide to fit in the window.” Everything he read to me he would 

translate as best he could into some reality. 

It was very exciting and very, very interesting to think there were animals 

of such magnitude—and that they all died out, and that nobody knew why. I wasn’t 

frightened that there would be one coming in my window as a consequence of 

this. But I learned from my father to translate: everything I read I try to figure out 

what it really means, what it’s really saying. 

 

Ms. Valenti also encourages students to underline words or phrases they don’t understand and to 

write any questions or comments they have about the text in the margin. After they read independently, 

the students work in pairs to discuss their notes and questions while Ms. Valenti circulates around the 

classroom to listen in, clarify, and assist students with any unsolved questions, providing explanations 

and probing their thinking as relevant. For example, some students do not understand what the word 

seconds means in reference to bathroom tiles. Other students focus on particular phrases and sentences 

and work together to disentangle the meanings. Ms. Valenti stops at a table where Jamal and Tatiana, an 

EL student at the late Expanding level of English language proficiency, are discussing their notes. The pair 

has already determined that the text mostly involves Feynman, as a child, and his father, and that 

Feynman’s father is showing his son patterns using the tiles and reading to him about dinosaurs from the 

encyclopedia. 

Jamal: Okay, so what do we think that his dad, Feynman’s dad, was trying to teach him with the 

tiles? 

Tatiana: (Referring to her notes.) I think he was trying to teach him about math, about math 

patterns, and he was showing him how you can make patterns with tiles.  
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Jamal: But he was just a baby, so he couldn’t teach him with numbers, right? So he used the 

tiles.  

Tatiana: What about the dinosaurs? What do you have? 

Jamal: (Referring to his notes.) I think it’s the same thing. His dad was trying to show him how big 

a dinosaur would be if it was standing outside the house, but he was also trying to get him excited 

about dinosaurs. 

Ms. Valenti: Is there something in the text that gave you that idea? 

Jamal: (Looking at the text for a moment.) Here it says “Everything he read to me he would 

translate as best he could into some reality.” I think he means that his father was trying to teach 

him some things, some real things about math patterns and dinosaurs, but he had to make it real 

for a kid, even for a baby.  

Tatiana: And he was also trying to teach him something about the world.  

Ms. Valenti: Can you say more about that, and can you find some examples in the text? 

Tatiana: Here, it says that his father said, “No, I want to show him what patterns are like and how 

interesting they are.” 

Ms. Valenti: So, what does that mean to you? How can you interpret that, using the focus 

questions? 

Tatiana: I think his dad was really trying to show him how the world has all this … stuff … how it’s 

interesting. His father was trying to teach him some real things, like math patterns and dinosaurs, 

and he had to make that real for him as a kid. But I think he was also trying to teach him about 

how to see the world. That he should see it as interesting and that it has a lot of things to 

observe. 

Jamal: Yeah, like he was trying to help him think differently about the toys he has or things he’s 

doing. Like he was trying to help him think like a scientist. 

After the students have had a chance to delve deeply in to the text, Ms. Valenti pulls the whole 

class together to discuss their notes. Picking up on the themes and questions the students have raised, 

she leads a loosely structured discussion to support them to articulate and elaborate on their ideas, all the 

while prompting them to go back into the text to support their claims. Lately, Ms. Valenti has noticed that 

some of the girls in the class have seemed reluctant to share their ideas, so she makes a conscious effort 

to let them know she wants to hear from them and cares about what they have to say, using the following 

techniques: 

• Meeting with individuals before the conversation to make sure they know she knows they care 

about their participation in class discussions and to inquire as to why they are not comfortable 

sharing.  

• Pausing before asking a probing question to allow everyone to gather their thoughts and prepare 

their responses. 

• Deliberately calling on individuals during the conversation, those who she heard sharing 
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enthusiastically in their pair conversations, and then validating their ideas. 

• Encouraging the whole class to listen respectfully. 

Next, she structures the conversation a bit more by helping them to “funnel” their ideas into a 

concise statement that captures the theme of the section in students’ own words. She facilitates a “joint 

construction” of the statement by first writing “His father wanted to teach his son” in a chart she’s 

prepared, which is displayed on the document reader. She then asks the students to help her expand and 

enrich the sentence to add precision and nuances. She then guides the students to identify details from 

the text that support the statement. The jointly constructed central idea and details are shown in the chart 

below. 

Central Idea 
(in our words) 

Details from the Text 
(paraphrasing and quotes) 

Feynman’s father wanted to 

teach his son about the 

interesting things in the world 

and how to think like a 

scientist, so he would 

translate things in ways that 

his son would understand. 

 

 

 

The father … 

• made playing with tiles into a way to learn 

about patterns and mathematics. 

• said, “No, I want to show him what 

patterns are like and how interesting they 

are. It’s a kind of elementary 

mathematics.” 

• read to him from the encyclopedia 

• helped him visualize the dinosaur outside 

his house 

 

Ms. Valenti repeats the process the students just engaged in with the next section of the text, in 

which Feynman tells about how his father taught him about the difference between knowing the name of 

something and knowing something through observing birds.  After the collaborative conversations in pairs 

and whole class discussion, Ms. Valenti invites the students to revise their “central idea” statement and 

add other thoughts to the chart. The students decide to add a section to the chart that highlights the life 

lessons, or principles, that Feynman’s father taught him. Two of the principles the students jointly construct 

with Ms. Valenti are: 

• When you read, “try to figure out what it really means, what it’s really saying.” You have to read 

between the lines. 

• There’s a difference between knowing the name of something and really knowing something. You 

have to look at how something behaves or works, and not just know what it’s called. 

The class finishes the final section of the excerpt, in which Feynman’s father teaches him to 

notice some important principles in physics, using every day experiences and understandings as a 

springboard to understanding science concepts. Again, the class revises and adds to the chart.  

Ms. Valenti concludes the lesson by showing the students the short video “Ode to a Flower” once 
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more. This time, she asks the students to think about how what Feynman’s father taught him may have 

influenced the way he sees the flower. After watching the video, the students share their thoughts in their 

table groups, and Ms. Valenti then wraps up the lesson by calling on several students to share with the 

whole class an idea or two from their table conversations. 

Next Steps 
The next day, Ms. Valenti guides students to read the same text again, but she changes the focus 

questions so that students can analyze the craft and structure of the passage and become aware of the 

author’s deliberate language choices in writing the passage the way he did. She designs her questions so 

the students can focus on literary devices, word choices, structural elements, and author’s purpose. For 

example, she asks the students to consider how the author lets us know what his father was trying to 

accomplish (e.g., which words or literary devices were used). On the third day (the third read, which 

focuses on integrating knowledge and ideas), Ms. Valenti guides students to think about what the text 

means to them and how it connects to other texts or experiences. For example, one of her focus 

questions for students to consider as they read the text analytically is “How does the way Feynman’s 

father teaches him principles compare to ways that other real or fictional individuals we’ve read about 

have learned them?” 

At the end of the week, Ms. Valenti has the students work together in their table groups to 

collaboratively complete and edit the following in-class writing assignment:  

Pick one of the examples that Feynman uses (the dinosaur, the birds, or the wagon). In one 

concise paragraph, explain the lesson Feynman’s father was trying to teach him with the real 

example and then explain why that example was useful. Be sure to include evidence from the text 

in your explanation.  

Ms. Valenti provides the groups with a handout focusing on a select set of elements they need to 

include in their explanations (e.g., the lesson or principle, evidence from the text, vivid vocabulary, well-

constructed sentences). She reminds them about prior lessons and suggests that they first write all of 

their ideas down and then work together to combine the ideas, select the words and phrases that are the 

most precise, condense them into sentences, and link the sentences together to make a cohesive 

paragraph. Each student in the group must have the same paragraph in their notebook, which she will 

check at the end of the day. 

Later in the unit, Ms. Valenti and the students will read another memoir of an important and 

interesting individual using the same sequence (focusing on key ideas and details on day 1, craft and 

structure on day 2, and integration of knowledge and ideas on day 3).   

Sources: 
This lesson was adapted from one found on achievethecore.org. 

*”The Making of a Scientist,” by Richard Feynman was originally published in Cricket Magazine, October 

1995 (Vol. 23, #2) 

Resources 
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• To learn more about Richard Feynman, see the BBC (Horizon) documentary, “Richard Feynman – No 

Ordinary Genius” at Brainpickings.org. 

• For more ideas on supporting girls to be classroom leaders, see the Ban Bossy website. 

• To see a video demonstrating the law of inertia, visit the WonderHowTo website. 

• To see more ideas for using this text and for many other resources, visit the Achieve the Core 

website. 

• For an example of how to guide students to annotate and question the texts they read, see: 

Schoenbach, Ruth, Cynthia Greenleaf, and Lynn Murphy. 2012. Reading for Understanding: How 

Reading Apprenticeship Improves Disciplinary Learning in Secondary and College Classrooms. 

San Francisco, CA: Jossey-Bass. 

 2048 
Designated ELD Vignette 2049 

The example in Vignette 6.2 illustrates good teaching for all students with 2050 

particular attention to the learning needs of ELs. In addition to good first teaching, 2051 

English learners benefit from intentional and purposeful designated ELD instruction that 2052 

builds into and from content instruction and focuses on their particular language 2053 

learning needs. Vignette 6.2 illustrates an example of how designated ELD can build 2054 

from and into the types of lessons outlined in the first vignette. The vignette below 2055 

illustrates how teachers can show their students how to develop awareness of the 2056 

language resources in complex texts. 2057 

Vignette 6.2  Designated ELD Instruction in Grade Six 
Using Language Analysis to Deepen Understandings of Complex Text 

Background:  
Ms. Valenti’s sixth grade class of 35 students includes five English learners at the Expanding level 

of English language proficiency, four who have been in U.S. schools for at least four years and one who 

arrived to the U.S. a little over a year ago. There are a small number (3-5) of EL students in each sixth 

grade class, and each of the sixth grade teachers teach their own students designated ELD in small 

groups, working collaboratively as a team to design lessons and adapt them to students’ English language 

proficiency levels and particular learning styles and needs. 

Lesson Context:  
The sixth graders in the school have just started reading the memoir “The Making of a Scientist” by 

Richard Feynman (see the ELA/Integrated ELD Vignette above). Their designated ELD lessons for the 

next several days are designed to support and enhance their EL students’ understandings of the text and 

their ability to convey their understandings in speaking and writing. In planning these lessons, the teachers 

notice that the memoir is organized in a way that may not be immediately apparent to their EL students, 
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and Feynman also uses language that may not be familiar to them. They plan to focus their lessons on 

these areas in ways that attend to the particular needs of EL students at different English language 

proficiency levels. 

After the first reading of the text “The Making of a Scientist,” Ms. Valenti invites her five EL 

students to the teaching table while the rest of the class engages in collaborative tasks they are 

accustomed to doing independently (e.g., writing e-mails to their pen pals in Vietnam and El Salvador or 

conducting searches for research projects at the “internet café” station, observing objects through 

microscopes and then drawing and writing descriptions about them at the “science lab” station). The EL 

students bring their copies of the text, “The Making of a Scientist,” as well as the focus questions handout 

with their notes. The learning target and focus standards in Ms. Valenti’s lesson plan is provided below: 

 

Learning Target: Students will analyze the language of a familiar complex text to 

understand how it’s organized and how particular language resources are used to 

convey meanings. 

Primary CA ELD Standards Addressed (Expanding level): ELD.PI.6.1; 

ELD.PI.6.7; ELD.PII.6.1; ELD.PII.6.2a 

 
Lesson Excerpts: 

First, Ms. Valenti explains that they’ll be looking closely at the language Feynman chose to use to 

express his ideas and how he organized this language to produce a whole text that is both a pleasure to 

read and interesting to discuss and learn from. She tells them that this “language analysis” will help them 

to read texts more closely and will also give them ideas about the types of language resources they can 

select to use in their own speaking and writing. In order to contextualize the language analysis in the 

bigger goal of making meaning from the text, she asks the students to briefly review their notes from the 

previous ELA lesson and then share what they thought about the memoir.  

Tatiana shares that she liked the way that, rather than merely stating that his father taught him life 

lessons or principles, Feynman gave examples of how his father made the principles real to him as a 

child. Sergio shares that he enjoyed discussing the text with others but that, even though some of the 

language was clarified in the small and whole group discussions, there are still some words and phrases 

he doesn’t quite understand. The other students concur. Ms. Valenti has anticipated this, and she asks 

them to each select three words from the text that they still don't know as well as they’d like and feel are 

important to know. She charts the words they’ve selected and briefly explains their meaning (the words 

will be added to the class’s academic word wall later so the students can reference them in their speaking 

and writing). 

Next, Ms. Valenti facilitates a discussion about the text organization and structure of Feynman’s 

memoir.  

Ms. Valenti: Lately, we’ve been talking a lot about how different types of texts are structured. For 
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example, a couple of weeks ago, we looked at how short stories are usually organized. Would 

anyone like to briefly remind us of what we learned about how stories are organized?  

One student shares that the typical stages of a story are “orientation – complication - resolution,” 

and other students add to the overall structure by sharing what typically happens in each stage. They also 

share that a story is structured sequentially. In other words, events are presented in order by time. 

Ms. Valenti: It sounds like you really understand how a story is structured. A memoir, which is the 

type of text we read this morning, is structured in similar ways to a story because the author is 

telling the story of his or her life. So, usually, events will be presented sequentially, too. But there 

are differences. Usually, a memoir will have an orientation - where we find out things like who and 

where – and then there’s a sequence of events, but not necessarily a complication, like a story. 

And at the end, there’s an evaluation, meaning, the author tells you why the events and details 

they’ve shared were important or the impact of these events on the author’s life. We’re going to 

take a look at where these stages are in “The Making of a Scientist,” and we’re also going to look 

at some of the language Feynman uses to show when things are happening. 

As she explains the stages of a memoir, Ms. Valenti writes the words “orientation, events, and 

evaluation” on the small whiteboard at the table with space below each word. She asks the students to 

take one minute to look at their copy of the memoir and to see if they can identify these big stages. She 

tells them not to try to re-read every sentence (they’ve already read the text twice, and chunks of the text 

multiple times) but rather, to skim it as they look for the stages and use their pencils to note where they 

are. Then, she facilitates a discussion about what the students have found. 

Azizi: I noticed that he’s telling, it’s like he’s telling little stories inside the memory. 

Ms. Valenti: Can you say more about that? What do you mean by “little stories?” 

Azizi: Well, here (pointing to where he’s marked his text), he’s telling a story about the dominoes, 

how his father taught him about mathematics with the dominoes. And here, he’s telling a story 

about the dinosaurs and the encyclopedia, and then later he’s telling a story about the birds. 

Tatiana: I have something to add on to what Azizi is saying. 

Ms. Valenti: What did you notice, Tatiana? 

Tatiana: I noticed that same thing that Azizi is saying, and I also noticed that when he tells the 

stories, he says something more about the story. 

Sergio: Yeah, he … 

Ms. Valenti: Just a moment Sergio. I don’t think Tatiana was finished. 

Tatiana: Here (pointing to her text), it says “But I learned from my father to translate: everything I 

read I try to figure out what it really means, what it’s really saying.” First he tells the little stories, 

and then he tells what his father was teaching him. 

Ms. Valenti: Did anyone else notice that about the events, or the little stories of his life? 

Sergio: I agree with Tatiana, and I want to add that I noticed that the stories – the events, I mean - 

are in order. First, he’s a baby – no! – (looking at his text) it starts before he’s born, and then he’s a 
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baby, and then he’s a kid. 

Ana: I think the orientation is not long. I think the first sentence is the orientation only. 

Ms. Valenti: And why do you think that, Ana? 

Ana: In the first sentence, he tells us who is going to be in the story, I mean … What’s it called 

again? 

Sergio: The memoir. 

Ana: Yeah, he tells us who is going to be in the memoir – his father, his mother, him – and his 

father tells his mother, “If it’s a boy, he’s going to be a scientist.” I think he’s telling us what the 

story is going to be about. But I don’t like that. Girls can be scientists, too. 

Ms. Valenti: You are so right, Ana. Girls can be scientists, and there are many famous scientists 

who are women. I think the reason Feynman wrote that is because, at the time, not a lot of women 

were scientists. Things were different back then, and women did not have as many chances to be 

scientists, or lawyers, or even the President of the United States. You all are noticing a lot of things 

in this text. That’s really great thinking. Let’s take a moment so I can catch up with you and write 

some of these details down so we don’t forget them. 

Ms. Valenti charts what the students have said on the whiteboard under the first two stages 

(orientation and events). She invites the students who haven’t yet shared their ideas to suggest what she 

should write for the evaluation stage, and they note that, at the end of the memoir, in the last two 

paragraphs, Feynman tells the reader how his father taught him and what that meant for his career 

choices.  

Ms. Valenti: Okay, we’ve established the overall stages of the text and that it’s written mostly 

sequentially, or in order. That’s something that’s the same as the way stories - like the ones we 

read before - are structured. We’ve also seen that after each little story - or event – the author 

tells us what that lesson his father was teaching him. That’s something that’s different from 

regular stories, right? Now, we’re going to analyze the language a little closer. This time, when we 

look at the text, I want you to hunt for words and phrases that let us know when things are 

happening. For example, at the very beginning, the first several words tell us when things are 

happening: “Before I was born …” By choosing to use those words, Feynman helps us know 

where in time we are. So, with a partner, go through and talk about any words or phrases that you 

think tell the reader when things are happening. Then, go ahead and highlight those words and 

phrases. 

The partners spend a couple of minutes searching for the words and phrases. Since there are 

five students at the table, Ms. Valenti is the “partner” of Raúl. Lately, she’s noticed that Raúl has been 

agitated in class. When she asked him if anything was wrong, he told her his uncle had recently died in a 

car accident. Accordingly, Ms. Valenti has been making a special effort to make Raúl feel connected to 

her (e.g., checking in frequently with him during the day, letting him know that she genuinely cares about 

him). They briefly scan first paragraph of the text together, and then Ms. Valenti asks Raúl if he sees any 
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words or phrases that lets them know when the event is happening. 

Raúl: I think … Here, it says he was a little kid, “When I was just a little kid.” That’s telling that it’s 

later—after he was a baby. 

Ms. Valenti: Let’s read that sentence again. (They read the sentence together.) 

Raúl: Oh! He’s a baby here, I think, because he’s in the highchair, so he has to be a baby. So it’s 

… It happens after the start, after the orientation because there it says “Before I was born.” This 

is the first story, when he’s a baby. 

Ms. Valenti: And how does Feynman let us know that? 

Raúl: Cuz he’s saying things like, before this, when that, then later on he says (searching in the 

text) “When I was a small boy …” 

Ms. Valenti: Yes, so Feynman is helping the reader along by telling us when in time we are: 

before he was born, when he was a baby, when he was a small boy, and so on. 

When Ms. Valenti debriefs with the group, the partners share that they found other language 

resources the author used to sequence the events and tell when things happened in time. For example, 

at one point, Feynman uses the term “We used to go,” and Ms. Valenti points out that this phrase lets the 

reader know that it happened a long time ago, but that it happened often. Tatiana points out that another 

way the memoir is similar to a story is that the verbs are in the past tense (they had previously noted this 

when they analyzed the language of stories).  

Ms. Valenti concludes the lesson by asking the students to be on the lookout for the ways the 

stories or memoirs or other text types are structured and the way the authors use language differently. 

She tells them that paying attention to these things will help them to be better readers and writers. 

Next Steps: 
During ELA with the whole class the next day, Ms. Valenti facilitates a similar discussion about 

how Feynman’s memoir is structured, delving deeper into the language resources he used and the ways 

in which he constructed his paragraphs and sentences, not to mention the sections with dialogue. During 

designated ELD, Ms. Valenti uses the CA ELD Standards as a guide to help her focus more intensively 

on the language learning needs of her ELs and to target the challenging language in the texts students 

are reading during ELA and other content areas so that they can better comprehend them.  

Resources: 
To read more about engaging students in discussions about language and how it makes meaning, see: 

Gibbons, P. (2008). “It was taught good and I learned a lot”: Intellectual practices and ESL learners in the 

middle years. Australian Journal of Language and Literacy, 31(2), 155–173. 

Schleppegrell, M.J. (2012). Language and Meaning in Complex Texts.  Perspectives on Language and 

Literacy, Summer (2013), 37-40. 

 2058 
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Conclusion 2059 

The information and ideas in this grade-level section are provided to guide 2060 

teachers in their instructional planning. Recognizing California’s richly diverse student 2061 

population is critical for instructional and program planning and delivery. Teachers are 2062 

responsible for educating a variety of learners, including advanced learners, students 2063 

with disabilities, ELs at different English language proficiency levels, Standard 2064 

English learners, and other culturally and linguistically diverse learners, as well as 2065 

students experiencing difficulties with one or another of the themes presented in this 2066 

chapter (meaning making, effective expression, language development, content 2067 

knowledge, and foundational skills).  2068 

It is beyond the scope of a curriculum framework to provide guidance on meeting 2069 

the learning needs of every student because each student comes to teachers with unique 2070 

needs, histories, and circumstances. Teachers need to know their students well through 2071 

appropriate assessment practices and other methods in order to design effective 2072 

instruction for them and adapt and refine instruction as appropriate for individual learners. 2073 

For example, a teacher might anticipate before a lesson is taught—or observe during a 2074 

lesson—that a student or a group of students will need some additional or more intensive 2075 

instruction in a particular area. Based on this evaluation of student needs, the teacher 2076 

might provide individual or small group instruction or adapt the main lesson in particular 2077 

ways. Information about meeting the needs of diverse learners, scaffolding, and modifying 2078 

or adapting instruction is provided in Chapters 2 and 9. Importantly, students will not 2079 

receive the excellent education called for in this framework without genuine collaborations 2080 

among those responsible for educating California’ children and youth. (See Figure 6.1314). 2081 

Sixth grade students are full of beginnings—new schools, new friends, new 2082 

selves, new books, and new horizons. The next two years prepare them for the 2083 

adventure of high school. May the eagerness and energy they bring to their new 2084 

enterprises sustain them through grades seven, eight, and beyond.  2085 

 2086 

  2087 
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Figure 6.1314. Collaboration 2088 

Collaboration: A Necessity 
Frequent and meaningful collaboration with colleagues and parents/families is critical for ensuring 

that all students meet the expectations of the CA CCSS for ELA/Literacy and the CA ELD Standards. 

Teachers are at their best when they regularly collaborate with their teaching colleagues to plan 

instruction, analyze student work, discuss student progress, integrate new learning into their practice, and 

refine lessons or identify interventions when students experience difficulties. Students are at their best 

when teachers enlist their collaboration and that of parents and families as partners in their student’s 

education. Schools are at their best when educators are supported by administrators and other support 

staff to implement the type of instruction called for in this framework. School districts are at their best 

when teachers across the district have an expanded professional learning community they can rely upon 

as thoughtful partners and for tangible instructional resources. More information about these types of 

collaboration can be found in Chapter 11 and throughout this framework. 

 2089 

2090 
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Grade Seven 2091 

 2092 

 Seventh graders may be in their first year of junior high school or in their second 2093 

year of a six through eight middle school program; in either case, they are expected to 2094 

continue advancing in their skills towards the overarching goals of ELA/literacy and ELD 2095 

instruction: readiness for college, career, and civic life; attaining the capacities of literate 2096 

individuals; becoming broadly literate; and developing the skills for living and learning in 2097 

the 21st century. (See Chapter 2 for a discussion of these goals.) Students continue to 2098 

engage with ideas, concepts, knowledge and narrative in literature and informational 2099 

text both in what they read in school and independently. In grade seven, students 2100 

continue to engage with the standards for Literacy in History/Social Studies, Science 2101 

and Technical Subjects, strengthening development of reading and writing skills not just 2102 

in language arts, but across the content areas. Seventh graders who are entering 2103 

school as ELs, or who have been in U.S. schools since the elementary years but are 2104 

still designated as ELs, need particular attention, as their English language and literacy 2105 

abilities—especially in academic English—must improve in an accelerated time frame in 2106 

order for them to be prepared for the rigors of high school in two more years. 2107 

This grade-level section provides an overview of the key themes of ELA/literacy 2108 

and ELD instruction in grade seven. It also offers guidance for ensuring ELs have 2109 

access to ELA and content instruction, including integrated and designated ELD 2110 

instruction. Snapshots and vignettes bring several of the concepts to life. The section 2111 

concludes with listings of the CA CCSS for ELA/Literacy and CA ELD Standards for the 2112 

grade level. 2113 

Key Themes of ELA/Literacy and ELD Instruction in Grade Seven 2114 

In this section, the key themes of ELA/Literacy and ELD instruction are discussed 2115 

as they apply to grade seven. These include meaning making, language 2116 

development, effective expression, content knowledge, and foundational skills. 2117 

See Figure 6.1415. These themes are largely overlapping and consistent with the call 2118 

for the integration of reading, writing, speaking and listening, and language in the CA 2119 

CCSS for ELA Literacy and the CA ELD Standards. Inextricably linked to every area of 2120 

the curriculum, the two sets of standards promote an interdisciplinary approach. Each of 2121 
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the snapshots for grade seven that follow is presented in connection with a theme; 2122 

however, many snapshots illustrate several themes. The two vignettes at the end of the 2123 

section for grade seven depict integrated ELA and ELD instruction and designated ELD 2124 

instruction based on the same topic and/or readings. 2125 

 2126 

Figure 6.1415. Goals, Context, and Themes of the CA CCSS for ELA/Literacy and the 2127 

CA ELD Standards 2128 

 2129 

 Meaning Making 2130 

In grade seven students are expected to 2131 

work with more rigorous levels of text and use 2132 

their reading comprehension strategies in ways 2133 

that empower them to use the information to 2134 

complete more complex analytical tasks than 2135 

were expected in grade six. Students continue to 2136 

develop proficiency in reading, working with 2137 

more complex texts as they prepare for the 2138 

rigors of high school. Using evidence from texts, 2139 

students in grade seven read carefully in order to grasp information, ideas, and details 2140 
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to create their own understanding and arguments in writing and discussions. Students 2141 

work to answer text-dependent questions using evidence they discover and information 2142 

they infer from paying close attention to the meaning of a text. Specifically, using 2143 

informational texts, in grade seven students cite not just one (as in grade six) but 2144 

several pieces of textual evidence to determine more than one main idea in a text and 2145 

write an objective summary (RI.7.2). Similarly, increasing the complexity of the task 2146 

from grade six, seventh graders analyze two or more authors writing on the same topic 2147 

with different interpretations and show how two different approaches and uses of 2148 

evidence resulted in very different conclusions and interpretations of facts (RI.7.9). 2149 

Students in grade seven are expected to write objective summaries of what they 2150 

read—a task which becomes more difficult as texts become more complex The 2151 

following strategy (Figure 6.1516) engages students with one another to identify the 2152 

words that signify the most important elements of the text.  2153 

 2154 

Figure 6.1516. Five Word Summary Strategy 2155 

Step 1—Using words from the reading, create a list of the five most important words. These should 

all be words that explain and/or clarify the main point of the reading. 

Step 2—Choose a partner, and compare your five-word list to a partner’s. The two of you will now 

have five minutes to create a new list of the five most important words by synthesizing your two 

original lists. Be sure to choose those terms from your lists that represent the reading’s main idea.  

Step 3—In pairs, now join another set of partners to form a group of four. Each pair will share its five-

word list; then the group of four will once again discuss which words are really most essential to the 

main idea of the reading. Each group will also have five minutes to create a newly synthesized list of 

five key words. While you can try to persuade your peers that your word choices are the best, your 

group must be in agreement about its final list. 

Step 4—On your own, use the final list of five key words that your group of four agreed on, and write 

a summary paragraph of the reading. Use all five words from your final list in your paragraph. 

Underline each of the five key words in your summary. Be sure that the words you chose 

support/explain/clarify the main point of the reading. 

California State University, Expository Reading and Writing Course 2156 
 2157 

Meaning making in grade seven involves helping students understand and use 2158 

the information they read in meaningful ways. The CA CCSS for ELA/Literacy for 2159 

reading informational text and literature require students in grade seven to cite several 2160 
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pieces of evidence to support their analysis of a text, determine two or more central 2161 

ideas, and provide an objective summary of a text (RL/RI.7.1). Students also analyze 2162 

interactions between individuals, events, and ideas in a text (RI.7.3). Students need to 2163 

be able to compare and contrast a text to another reading, media item, piece of 2164 

information, from one author to another, as well as trace the development of an 2165 

argument in a selection of informational text.  2166 

In grade seven, teachers continue to teach and have students practice various 2167 

reading comprehension strategies to help students make meaning. Teacher think-2168 

alouds continue to be useful by modeling for students how the teacher sorts through his 2169 

or her understandings and sources of confusion when reading a text. Teachers help 2170 

students apply the process to their own reading focusing on their understandings and 2171 

identifying when their understanding is clouded or needs clarification. Teachers can 2172 

model what they are thinking as they read a paragraph of informational text using 2173 

phrases such as the following: 2174 

• I predict in the next part…  2175 

• This reminds me of… 2176 

• I am not sure of…  2177 

• I got confused when…  2178 

• I think I will have to reread this part to understand what the author means by… 2179 

• So what it’s saying is… 2180 

(Schoenbach, Greenleaf and Murphy 2012) 2181 

Once students are able to distinguish between the conversation inside their heads while 2182 

they read and the meaning of the text they will be better prepared for checking their 2183 

understanding and moving on to more rigorous levels of text.  2184 

The SQP2RS strategy (Survey Question Predict Read Respond Summarize) 2185 

goes beyond think alouds by engaging students in a series of text-based examinations 2186 

of the text before, during, and after reading (Echevarria, Vogt and Short 2004). 2187 

1. Surveying or previewing a selection of text 2188 

2. Questioning: listing several questions that the reader thinks will be answered in 2189 

the reading 2190 

3. Predicting: listing a few items the reader thinks will happen in the reading 2191 
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4. Read the text selected 2192 

5. Responding: confirming predictions, answering questions posed earlier, 2193 

discussing the text in small groups or as a whole class 2194 

6. Summarizing either orally or in written form. 2195 

In Snapshot 6.5 students examine a science text and observe a demonstration of 2196 

chemical reactions to make inferences. They identify information they know from their 2197 

text and previous lessons and information they infer from the text and their 2198 

observations.  2199 

 2200 

Snapshot 6.5   Integrated ELA/Literacy and Science in Grade Seven 

Mr. Schoen’s seventh grade science students are sitting in pairs, and each pair has a science article 

and a blank graphic organizer. The article has five adhesive tape flags placed strategically throughout it, 

and the students have read the relevant section of the text for today’s demonstration once. The graphic 

organizer is a table with three columns and six rows. The titles of the columns are labeled: The 

Demonstration Showed, I Know, and Inference. 

The Demonstration Showed I Know  
(from texts and  

background knowledge) 

Inference 
 

   
   
   
   
   

 
Mr. Schoen explains, “Today, we are going to observe a chemical reaction. You’re going to use 

information from the text you read - and will need to refer to - combined with your background knowledge 

of acids and bases to make inferences. Who remembers what an inference is?” He calls on a student 

who says, “It’s a conclusion you draw from evidence and reasoning.” 

Mr. Schoen adds “conclusion drawn from evidence and reasoning” to the third column and 

continues, “Well said. Who knows how you make an inference or what you use to come to your 

conclusion?” Another student answers, “You use what you read and what you know  for the conclusion or 

inference.” 

“That’s right, you use what you read in the text and connect that to information that you already 

know, or your background knowledge, to make an inference. Making inferences is important when you 

are reading because sometimes the author does not explicitly state important information. So, making 

inferences will help you understand what you are reading. But making inferences is also important when 

investigating scientific phenomena. You need to integrate the evidence based on what you observe, what 

you read, and what you already know to make an inference.”  
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Mr. Schoen moves to a lab table where the materials for a chemistry demonstration are laid out. 

After putting on a lab apron and goggles he says, “I want you to watch the demonstration and think about 

what you can infer from what you observe. We have a beaker with 200 ml of distilled water.  I need a 

student volunteer to add 5 ml of bromothymol blue.”  Mr. Schoen calls a student to don goggles then add 

the bromothymol blue solution.  Mr. Schoen continues: “Bromothymol blue is an indicator. Can anyone 

tell me how an indicator is used in chemistry?”  He chooses a student who responds, “It’s used to show 

when there’s a chemical, or when that chemical changes.”  

“That’s right, it’s used to show the presence of a chemical or a change in that chemical. 

Bromothymol blue indicates the presence of an acid or a base. I think I remember reading this in the 

article we read yesterday.”  On the document reader, Mr. Schoen shows the students where in the text 

this information can be found. “Now let’s add a piece of dry ice to our beaker and solution.”  

Using tongs he picks up one of several small chunks of dry ice in a bowl and moves to drop it in 

the solution. Just before placing it in the solution, Mr. Schoen pauses and asks “What do you think will 

happen? You have thirty seconds to tell your partner.”  Amid groans of anticipation, he then listens to 

several responses as he calls on students to share out: “the color will change, there will be no color 

change, it will make bubbles, nothing will happen” and so on.  After thanking them for their responses, Mr. 

Schoen drops the piece of dry ice into the solution.  It immediately begins to bubble as the dry ice 

sublimates. The bromothymol blue solution turns yellow.  After a few moments Mr. Schoen adds some 

drops of sodium hydroxide, just enough to cause the color to change back to blue. 

Mr. Shoen then thinks aloud,“I wonder why the color of the water changed? I know that I need to 

think like a scientist and try to figure out what is happening. Well, I know from the reading that a color 

change indicates a chemical reaction.” He shows the students where this information is in the text and 

invites the students to highlight the relevant text before continuing. 

“I think something about the dry ice reacted with the water and the sodium hydroxide reversed 

that reaction. Because I already know from previous lessons we’ve done that water is usually neutral, I 

can infer that the color changes are related to turning the water acidic or neutralizing it with a base. The 

sodium hydroxide returned the water solution to its original color, so it must be a base. I’m going to record 

this on my graphic organizer.” 

The Demonstration Showed I Know  
(from texts and  

background knowledge) 

Inference 
(conclusion drawn from 

evidence and reasoning) 

• Solution bubbled and 

changed from blue to 

yellow when dry ice was 

added. 

• It changed back to blue 

when sodium hydroxide 

• Color changes indicate 

chemical reactions. 

• Water usually has a 

neutral pH. 

• The yellow color means its 

an acidic solution. 

Adding dry ice to the water 

resulted in the water turning 

acidic. 

 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 107 of 196 

was added. 

 
After this modeling, Mr. Schoen describes the next task by saying, “Now it is your turn to make 

inferences with your partner. I’d like you to make five inferences using information on acids and bases 

from the article we’ve already read, you and your partner’s background knowledge, and the 

demonstration you just observed. Remember to consider what we have read as well as other 

experiments we have done. I’d also like for you to use science words, such as ‘solution’ or ‘chemical 

reaction,’ as well as some of the phrases I used when I was explaining my thinking. Since you’re working 

with a partner, you’ll have to agree on the inferences you make, and the language you use to record the 

information in your chart needs to be the same.”  

He points to the steps of the activity listed on the whiteboard at the front of the room and reminds 

students that they can refer to the phrase bank next to it (Because __, we can infer that ___; The ___, so 

___. The ___ resulted in ___.). He says, “First, take turns reading the segments of the article. Stop 

reading when you get to the first adhesive tape flag. Then, discuss what you have read and use that 

information along with your background knowledge and what you observed in today’s demonstration to 

make an inference. Use your graphic organizer to write down clues from the text that helped you make 

your inference under the I Know column. Write your inference in the last column. You will have 20 

minutes to complete this activity and then we will discuss your inferences as a whole class. Are there any 

questions?” As the pairs begin to work, Mr. Schoen circulates around the room, monitors student 

discussion, and provides specific feedback. After the students have worked together on this task, Mr. 

Shoen pulls the class back together again and asks students to share the evidence and inferences they 

found. If the class agrees that the evidence is valid and the inference is solid, he asks the students who 

shared to add it to the graphic organizer: 

The Demonstration Showed I Know  
(from texts and  

background knowledge) 

Inference 
(conclusion drawn from 

evidence and reasoning) 

• Solution bubbled and 

changed from blue to 

yellow when dry ice was 

added. 

• It changed back to blue 

when sodium hydroxide 

was added. 

• Color changes indicate 

chemical reactions. 

• Water usually has a 

neutral pH. 

• Dry ice makes water 

acidic. 

• Sodium hydroxide is a 

base. 

• The yellow color means its 

an acidic solution. 

Adding dry ice to the water 

resulted in the water turning 

acidic. 

 

Because the Sodium 

hydroxide neutralized the 

solution we can infer that it is 

a base. 
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           This way, the class has a collectively developed model of how to make inferences from 

observations, texts, and background knowledge. 

CA CCSS for ELA/Literacy: RST.6-8.1, RI.7.1, SL.7.1, RST.6-8.4 

Related Next Generation Science Standards: 
MS-PS1-2. Analyze and interpret data on the properties of substances before and after the 
substances interact to determine if a chemical reaction has occurred.  
Disciplinary Core Ideas 

PS1.A  Structure and Properties of Matter 

PS1.B  Chemical Reactions 

Science and Engineering Practices 

Obtaining, Evaluating, and Communicating Information 

CA ELD Standards: ELD.PI.7.3,6b,11a,12a, ELD.PII.6 

Sources: 
Acid/Base column. In Activities: K-12 Outreach: NSF Science and Technology Center for Environmentally 

Responsible Solvents and Processes. Retrieved from NSF website: 

http://www.sciencehouse.org/CO2/activities/co2/acidbase.html 

Sensee, F. (2001, 12 10). Acid - base indicators. Retrieved from 

http://antoine.frostburg.edu/chem/senese/101/acidbase/indicators.shtml 

Shakhashiri, B. Z. (1985). Chemical behavior of gasses. In Chemical Demonstration: A handbook for 

Teachers of Chemistry (1st ed., Vol. 2, pp. 114-120). Madison Wisconsin: The University of 

Wisconsin Press.  

 2201 

Snapshot 6.5   Integrated ELA/Literacy and Science in Grade Seven 

Mr. Schoen’s seventh grade science students are sitting in pairs and each pair has a science article 

and a blank graphic organizer. The article has five adhesive tape flags placed strategically throughout it. 

The graphic organizer is a table with three columns and six rows. The titles of the columns are labeled: 

Text Says, I Know, and Inference. 

Text Says I Know Inference 
   
   
   
   
   

 
Mr. Schoen explains, “Today, we are going to observe a chemical reaction, and use information 

from the text combined with your background knowledge of acids and bases to make inferences. Who 

remembers what an inference is?” He calls on a student who says, “An inference is a conclusion that you 

draw from evidence and reasoning.” 

Mr. Schoen continues, “Well done. Who knows how you make an inference or what you use to 
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come to your conclusion?” Another student answers, “You use what you read and what you know to 

come to a conclusion or make an inference.” 

“That’s right, you use what you read in the text and connect that to information that you already 

know, or your background knowledge, to make an inference. Making inferences is important when you 

are reading because sometimes the author does not explicitly state important information. So, making 

inferences will help you understand what you are reading. But making inferences is also important when 

investigating scientific phenomena. Mr. Schoen moves to a lab table where the materials for a chemical 

demonstration are laid out. After putting on a lab apron and goggles he states, “I want you to watch the 

demonstration and think about what you can infer from what you observe.” 

“We have a beaker with 200 ml of distilled water.  I need a student volunteer to add 5 ml of 

bromothymol blue.”  Mr. Schoen calls a student to don goggles then add the bromothymol blue solution.  

Mr. Schoen continues: “Bromothymol blue is an indicator.  Can anyone tell me how an indicator is used in 

chemistry?”  He chooses a student who responds, “An indicator is used to show the presence of a 

chemical or a change in that chemical.”  “Very good, thank you.” Mr. Schoen replies. “Now let’s add a 

piece of dry ice to our beaker and solution.” Using tongs he picks up one of several small chunks of dry 

ice in a bowl and moves to drop it in the solution. Just before placing it in the solution, Mr. Schoen pauses 

and asks “What do you think will happen?”  Amid groans of anticipation he listens to several responses: 

“the color will change, there will be no color change, it will make bubbles, nothing will happen” and so on.  

After thanking them for their responses, Mr. Schoen drops the piece of dry ice into the solution.  It 

immediately begins to bubble as the dry ice sublimates. The bromothymol blue solution turns yellow.  

After a few moments Mr. Schoen adds some drops of sodium hydroxide, just enough to cause the color 

to change back to blue. 

The teacher then thinks aloud, “I wonder why the color of the water is changed? I know that I 

need to think like a scientist and try to figure out what is happening. Well, I know that a color change 

indicates a chemical reaction. I think something about the dry ice reacted with the water and the sodium 

hydroxide reversed that reaction. Because I know that water is usually neutral, I can infer that the color 

changes are related to turning the water acidic or neutralizing it with a base. The sodium hydroxide 

returned the water solution to its original color, so it must be a base. I will record this on my graphic 

organizer.” 

The Demonstration Showed I Know Inference 

Solution bubbled and 

changed from blue to yellow 

when dry ice was added and 

changed back to blue when 

sodium hydroxide was added. 

Color changes indicate 

chemical reactions  

 

Water usually has a neutral 

pH. 

Dry ice made the water 

solution acidic. 

 

Sodium hydroxide neutralized 

the solution (is a base). 

 
Mr. Schoen describes the activity by saying, “Now it is your turn to make inferences with your 
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partner. You will make five inferences using information on acids and bases from an article, you and your 

partner’s background knowledge and the demonstration you just observed. Remember to consider what 

we have read as well as the experiments we have done.” He points to the steps of the activity listed on 

the whiteboard at the front of the room. He says, “First, take turns reading the segments of the article. 

Stop reading when you get to the first adhesive tape flag. Then, discuss what you have read and use that 

information along with your background knowledge to make an inference. Use your graphic organizer to 

write down clues from the text that helped you make your inference under Text Says and things that you 

know under the I Know column. Write your inference in the last column. You will have 30 minutes to 

complete this activity and then we will discuss your inferences as a whole class. Are there any 

questions?” 

As the pairs begin to work, Mr. Schoen circulates around the room, monitors student discussion, 

and provides specific feedback. 

CA CCSS for ELA/Literacy: RST.6-8.1, RI.7.1, SL.7.1, RST.6-8.4 

Related Next Generation Science Standards: 
MS-PS1-2. Analyze and interpret data on the properties of substances before and after the 
substances interact to determine if a chemical reaction has occurred.  
Disciplinary Core Ideas 

PS1.A  Structure and Properties of Matter 

PS1.B  Chemical Reactions 

Science and Engineering Practices 

Obtaining, Evaluating, and Communicating Information 

CA ELD Standards: ELD.PI.7.10-12, ELD.PII.6 

Sources: 
Acid/Base column. In Activities: K-12 Outreach: NSF Science and Technology Center for Environmentally 

Responsible Solvents and Processes. Retrieved from NSF website: 

http://www.sciencehouse.org/CO2/activities/co2/acidbase.html 

Sensee, F. (2001, 12 10). Acid - base indicators. Retrieved from 

http://antoine.frostburg.edu/chem/senese/101/acidbase/indicators.shtml 

Shakhashiri, B. Z. (1985). Chemical behavior of gasses. In Chemical Demonstration: A handbook for 

Teachers of Chemistry (1st ed., Vol. 2, pp. 114-120). Madison Wisconsin: The University of 

Wisconsin Press.  

   2202 
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Language Development 2203 

As noted in the overview of this chapter, 2204 

academic language spans all areas of ELA and ELD: 2205 

reading, writing, speaking, and listening. Knowledge 2206 

of academic language is crucial for understanding 2207 

written texts, lectures, and multimedia presentations 2208 

as well as well as producing written texts and oral 2209 

presentations. Thus, elements of academic language 2210 

are addressed in the sections on meaning making, 2211 

effective expression, and content knowledge for 2212 

each grade. Students in grade seven are expected to read and write more complex 2213 

literary and informational texts, expanding their content-area knowledge and actively 2214 

developing their academic vocabulary in disciplines such as history, science, and other 2215 

subjects. They make meaning of words and phrases that may be similar but hold 2216 

different meanings depending upon the academic context.  2217 

The Language standards for vocabulary in grade seven echo the standards 2218 

introduced in grade six. The application of the standards to increasingly complex text 2219 

advances students vocabulary knowledge and use.  2220 

Snapshot 6.6 provides a brief glimpse of designated ELD instruction related to 2221 

science in which the teacher and students examine the language of a text about 2222 

earthquakes.  2223 

 2224 

Snapshot 6.6  Designated ELD Connected to Science in Grade Seven 

In science, students in grade seven learn about earth science topics such as plate tectonics. 

Specifically, they have gathered information about how plate tectonics relate to earthquakes in California, 

and they are now creating a labeled diagram to show the plates’ location and movement. During science 

instruction, the students engage in collaborative discussions about the informational texts they read on 

the topic and the multimedia they view. These conversations are particularly animated as the school is 

not far from the epicenter of a recent earthquake. 

During designated ELD time, teachers discuss with their English learners the language resources 

used in the science texts and tasks and support them to use this language in speaking and writing. They 

draw students’ attention to the domain-specific vocabulary (e.g., mantle, lithosphere), general academic 

vocabulary (e.g., distribution, movement), and adverbials (e.g., along breaks in the crust, at the rate of) in 
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the texts that students need to understand in order to understand the content of the texts they read and to 

effectively express their understandings in discussions about the content and in labs and in writing 

assignments. Teachers also highlight morphology in the informational texts students are reading by 

showing them how adding suffixes can change a word’s part of speech and where it can be used in a 

sentence, which supports their knowledge of syntax (e.g., converge/convergent, diverge/divergent).  

In addition to word level analysis and discussion, teachers strategically select sentences (such as 

complex sentences or those with long noun phrases) that may be challenging for the students to unpack 

and understand (e.g., “The second type of earthquake associated with plate tectonics is the shallow-focus 

event unaccompanied by volcanic activity.” [http://earthquake.usgs.gov]). When analyzing these 

sentences with students, teachers first model and then engage their students in unpacking the meanings 

of the sentences before identifying the grammatical boundaries in them (such as which words constitute 

the long noun phrases or dependent clauses in sentences).  

Ultimately, the discussion is about how the language in the texts is used to convey particular 

meanings about the content students are learning in science. Therefore, during designated ELD, teachers 

provide structured opportunities for students to practice analyzing and discussing the language in the 

texts they are reading in science and to discuss their ideas about the content using the new language. 

This way, they will be able to use the language more confidently in speaking and writing tasks during 

science instruction, and their awareness of how English works to make meaning in science is enhanced. 

Primary ELD Standards addressed in Designated ELD: 
ELD.PI.7.6a,c,8,12a-b; ELD.PII.7.4-7 

Related CA CCSS for ELA/Literacy:  
RI.7.3-4; L.7.1,3,6 

Related CA NGSS Content Standards: 
MS-ESS2-2 – History of Earth: Construct an explanation based on evidence for how geoscience 

processes have changed Earth’s surface at varying time and spatial scales.   

 2225 

Snapshot 6.6  Designated ELD Connected to Science in Grade Seven 

In science, students in grade seven learn about earth science topics such as plate tectonics. 

Specifically, they have gathered information about how plate tectonics relate to earthquakes in California 

and they are now creating a labeled diagram to show the plates’ location and movement. During science 

instruction, the students engage in collaborative discussions about the informational texts they read on 

the topic and the multimedia they view. 

During designated ELD time, teachers discuss with their English learners the language resources 

used in the science texts and tasks. These language resources include the domain-specific vocabulary 

(e.g., mantle, lithosphere), general academic vocabulary (e.g., distribution, movement), and adverbials 

(e.g., along breaks in the crust, at the rate of) used to convey the content meaning. Teachers also 
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highlight some of the language patterns in the informational texts students are reading (e.g., 

converge/convergent, diverge/divergent), as well as some complex sentences with long noun phrases 

that may be unfamiliar to students (e.g., “Tectonic plates are composed of oceanic lithosphere and thicker 

continental lithosphere, each topped by its own kind of crust.” [Wikipedia]). 

During ELD, teachers provide structured opportunities for students to practice analyzing and 

discussing the new language and to discuss their ideas about the content using the new language. This 

way, they will be able to use the language more confidently in speaking and writing tasks during science 

instruction. 

Primary ELD Standards addressed in Designated ELD: 
ELD.PI.6-8.1,4,6-7; ELD.PII.6-8.3-6 

 2226 

Effective Expression  2227 

Students who have achieved the 2228 

standards in the previous grades demonstrate 2229 

the ability to express themselves in writing, 2230 

discussing, and presenting, and they 2231 

demonstrate considerable command of 2232 

language conventions. Expectations and 2233 

examples of instruction for grade seven in 2234 

effective expression are discussed in the 2235 

following sections. 2236 

Writing 2237 

In grade seven, expectations for students’ writing content, skills, and strategies 2238 

build on those in grade six while expanding in subtle ways. Students continue to write 2239 

three different text types for particular purposes and to conduct research, while 2240 

expanding their abilities in key ways. For example, seventh graders now write 2241 

arguments in which they acknowledge and address alternate or opposing claims; they 2242 

support claims or counterarguments, as well as claims; and they use words, phrases, 2243 

clauses, and appropriate transitions to create cohesion (W.7.1-2) They continue to write 2244 

narratives to develop real or imagined experiences or events and must now establish a 2245 

point of view when establishing context (W.7.3). In addition, seventh graders are 2246 

expected to conduct research and produce written products with increasing 2247 

independence and attention to audience, purpose, and citation of sources. Specifically, 2248 
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they focus on how well audience and purpose have been addressed in their writing 2249 

(W.7.5), link to and cite sources (W.7.6), generate additional related, focused questions 2250 

for further research (W.7.7), use search terms effectively, and follow a standard format 2251 

for citation (W.7.8) 2252 

Figure 6.16 17 presents a sample of argument writing written by a seventh grader. 2253 

The student argues against the use of video cameras in the classroom. The sample is 2254 

followed by an annotation that analyzes the writing according to the standard (W.7.1). 2255 

(See the grade six and eight sections for narrative and informative/explanatory samples.) 2256 

 2257 

Figure 6.16.17 Grade Seven Writing Sample 2258 

Student Sample: Grade Seven, Argument 
This argument was produced for an on-demand assessment. Students were asked to a write a letter to 

their principal about a plan to install video cameras in the classroom for safety reasons. The abbreviated 

time frame of the assessment (and the consequent lack of opportunity to perform research and revise) 

explains the absence of information from sources and possibly also the occasional errors. 

Video Cameras in Classrooms 
You are seated in class as your teacher explains and points things out on the whiteboard. You 

twitch your hand, accidentally nudging your pencil, which rolls off your desk and clatters to the floor. As 

you lean over to pick up your pencil, your cell phone falls out of your coat pocket! Luckily you catch it 

without your teacher seeing, but it is in plain view of the video camera’s shiny lens that points straight at 

you. The classroom phone rings, and after a brief conversation, your teacher walks over to your desk and 

kneels down beside you. “About that cell phone of yours . . .” How did that get you in trouble? How could 

it possibly be a good idea to put cameras in classrooms? 

When students are in their classrooms, teachers are in the classroom too, usually. But when a 

teacher goes out of the classroom, what usually happens is either everything goes on as usual, or the 

students get a little more talkative. Cameras aren’t there because people talk a lot. It is the teacher’s job 

to keep people quiet. If something horrible happened, somebody in class would usually report it, or it 

would just be obvious to the teacher when he came back that something had happened. 

If we already have cameras in the halls, why spend the money to get thirty more cameras for all 

the different classrooms? Our school district already has a low budget, so we would be spending money 

on something completely unnecessary. There hasn’t been camera-worthy trouble in classrooms. 

Cameraworthy trouble would be bad behavior every time a teacher left the room. There is no reason to 

install cameras that might just cause trouble, both for the students and for the budget. 

Different students react differently when there is a camera in the room. Some students get 

nervous and flustered, trying hard to stay focused on their work with a camera focused on them. 90% of 
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students claim that they do better work when they are calmer, and cameras are not going to help. Other 

students look at cameras as a source of entertainment. These students will do things such as wave at the 

camera, make faces, or say hi to the people watching through the camera. This could be a big distraction 

for others who are trying to learn and participate in class. Still other students will try to trick the camera. 

They will find a way to block the lens or do something that the camera will not be likely to catch. All of 

these different students will be distracted by the cameras in their classrooms.  

Instead of solving problems, cameras would cause the problems. That is why I disagree with the 

idea to put cameras in classrooms. This plan should not be put to action. 

Annotation 
The writer of this piece 

• Introduces a claim (stated late in the essay) 
o . . . I disagree with the idea to put cameras in classrooms. This plan should not be put to 

action. 

• Acknowledges alternate or opposing claims 
o Instead of solving problems, cameras would cause the problems. 

• Supports the claim with logical reasoning and relevant evidence, demonstrating an 
understanding of the topic 

o [Cameras are not necessary because] [i]f something horrible happened, somebody in 

class would usually report it, or it would just be obvious to the teacher when he came 

back that something had happened. 

o . . . we already have cameras in the halls . . . 

o Our school district already has a low budget . . . 

• Uses words, phrases, and clauses to create cohesion and clarify the relationships among 
the claim, reasons, and evidence 

o If . . . already . . . why . . . so . . . Some students . . . Other students . . . These students . . 

. All of these different students . . . 

• Establishes and maintains a formal style 
o When students are in their classrooms, teachers are in the classroom too, usually. But 

when a teacher goes out of the classroom, what usually happens is either everything 

goes on as usual, or the students get a little more talkative. 

o Different students react differently when there is a camera in the room. 

• Provides a concluding statement that follows from and supports the argument presented 
o Instead of solving problems, cameras would cause the problems. That is why I disagree 

with the idea to put cameras in classrooms. This plan should not be put to action. 

• Demonstrates good command of the conventions of standard written English (with 
occasional errors that do not interfere materially with the underlying message) 

NGA/CCSSO, Appendix C, 40-41 
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 Discussing 2259 

Students continue to engage in collaborative discussions with partners and in 2260 

small groups and in teacher-led discussions with the entire class. In grade seven 2261 

students now pose questions that elicit elaboration and make relevant observations that 2262 

bring discussions back on topic. Teachers model these conversational moves and 2263 

encourage their use. Teacher can use sentence starters or frames to scaffold student 2264 

discussion. Figure 6.17 18 provides sample questions students can pose during 2265 

discussion.  2266 

Figure 6.1718. Sentence Starters 2267 

Ask a Question:  
1. What do you mean when you say __________?  

2. Why do you think that __________?  

3. Can you give an example?  

4. Why does ________ do __________?  

5. I think _______ is confusing because _________.  

6. If I could ask __________ one question, this would be my question:  

7. Why does the author __________?  
Doing What Works 2268 

 2269 

Presenting 2270 

Students in grade seven continue to present claims and findings in argument, 2271 

narrative, and summary presentations. They now emphasize salient points in a focused, 2272 

coherent manner (SL.7.4). Specifically in grade seven, students plan and present an 2273 

argument that mirrors many of the qualities of writing arguments (SL.7.4a).  2274 

In Snapshot 6.7, middle school students create and present spoken word poetry.  2275 

 2276 

Snapshot 6.7  Poets in Society – Spoken Word Poetry and Youth Literacy 

At Bridges Middle School, as part of an international movement to empower youth through the 

visual and performing arts, the school worked with a local community organization to create a thriving arts 

program that includes spoken word poetry and dance performances, hip-hop and rap music composing, 

and a mural project. The school frequently holds festivals where the students perform, hold MC battles, 

and inspire one another. The overarching goal of the program is to empower students and their teachers 

as authors of their own lives and agents of social change. This empowerment shows students that their 
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teachers view the language and literacy each of their students bring to the classroom as valid in its own 

right and also as a powerful resource to develop academic English. It also allows teachers to develop 

positive relationships with their students and to see them as writers, poets, and performers. Over the 

years, as the program has been refined, the approach has created trust between students and between 

teachers and students within classrooms, between teachers at the school, and between the school staff 

and the community it serves. The key instructional principles of the program are: 

1. “Learning how to authentically reach students is a precursor to successful teaching. 
2. Knowing who students are and where they come from allows us to create meaningful and 

thought-provoking curricula. 
3. Reading, writing, and speaking are the foundations of academic achievement, critical 

thinking, and social justice within and beyond the walls of school” (Watson, 2013, 393). 

All of the teachers work together to nurture the youth literacy through arts program, and in the 

English classes, teachers work closely with community-based poet-mentor educators, young community 

members who are local spoken word artists and rappers, to support the middle school students to write 

and perform their own spoken word poetry. The poet-mentors complete a six-month training program and 

receive on-going support from the community organization. The teachers at the school have expressed 

that engaging in the program has helped them to establish more positive and trusting relationships with 

their students, partly because the students see that their teachers care about what they have to say and 

think that their life experiences are valid topics for school conversations and writing. It has also helped 

them implement strategies for supporting their students to use what they learn through spoken word 

poetry in more formal academic writing, such as informational and narrative texts and arguments. 

In their English classes, students analyze the lyrics of different types of poetry to understand how 

the language used creates different effects on the reader. They also compare classical or traditionally-

studied poetry (e.g., Shakespeare, Emily Dickenson, or Langston Hughes) to more contemporary forms 

of poetry (e.g., hip-hop lyrics or spoken word). The students also view videos of teenagers performing 

spoken word and discuss how the artists used language, gestures, facial expressions, intonation, rhythm, 

and other techniques for particular effects. When the students begin to write their own spoken word 

poetry, the teachers post a quote in the room, which the class reads together to set the purpose for 

learning about and writing spoken word poetry:  

“Spoken word is a tool to liberate the mind, to illuminate the heart, and allow us to 
recognize both our common humanity, as well as the challenges that divide us.”  - Vajra 

Watson, SAYS Founder & Director, UC Davis School of Education 

The poet-mentors and teachers ask the students to channel their own experiences into their 

writing. For example, the poet-mentor facilitates the following conversation with a class: 

Poet-mentor: Can anybody tell me what it means to be accepted? 

Students: Respect, self-confidence, smart, honesty, be who you are, loyalty, appearance, do 

what you’re told, friendship, good grades, helping, learning (the poet-mentor writes the words on 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 118 of 196 

the board as the students popcorn out the words). 

Poet-mentor: I want you to do something for me. I want you to write down your five top words 

(students write). Now, circle your three favorite words from that list (students circle the words). 

Now, I want you to cross out those three words and incorporate the two words that are left into a 

free write called “I am not who you think I am.” 

The students’ poems are all different, expressing their own life experiences and perspectives. 

One student shares part of his poem with the class: 

Javier: I am not who you think I am. I do not like school. I do like to write. 

The teachers and poet-mentors want each student to know that they can make a change, just by 

using their own literacies. One of the poet-mentors shares his own spoken word poetry with the students, 

which they use as a model for writing (mentor text) and as inspiration for feeling empowered to write and 

perform to communicate their vulnerabilities, their hopes and dreams, their disappointments and regrets, 

their fears and angers, and their ambitions. One of the pieces the mentor shares is the following: 

“I am no illusion of a fantasy 

A smart living breathing human being, can it be? 

I like to read and write cuz it helps me advantage me 

You might have the umbrella, but I got a canopy 

See – I made friends, lost some 

Some say, “You raw, son” 

Hear it so often, I feel like I’m (y’all son) 

Wanna do what I want, but it’s kinda hard son 

Cuz I gotta abide by this thing called the law, one 

Two, I gotta prove to you what is real 

Cuz fake stuff is apparently a big deal” 

-Poet-Mentor Andre “Dre-T” Tillman  

Teachers at the school express that the community-based Poet-mentors are critical to the 

success of the program because they serve as “translators” and “interpreters” between the students and 

their teachers, who do not live in the ethnically and linguistically diverse urban neighborhoods where their 

students live. The students and their teachers, along with the poet-mentors, feel so strongly about the 

success of this program that they work together to approach foundations and the local city council to seek 

funding for and deeper community support and involvement with the project. They attend and speak at 

city council meetings and also write letters to foundations and community organizations to make their 

case and to invite them to their annual summit. 

Sources: 

• Sacramento Area Youth Speaks (SAYS) Project at the University of California at DavisVajra M. 

Watson (2013) Censoring Freedom: Community-Based Professional Development and the 

Politics of Profanity, Equity & Excellence in Education, 46(3), 387-410. 
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• Vajra M. Watson (2012). Learning to Liberate: Community-Based Solutions to the Crisis in Urban 

Education. New York: Routledge. 

• Jeffrey M. R. Duncan-Andrade and Ernest Morrell (2008). The Art of Critical Pedagogy: 

Possibilities for Moving from Theory to Practice in Urban Schools. Peter Lang: New York. 

CA CCSS for ELA/Literacy: RL.7.4; RL.7.5; W.7.4; SL.7.6; L.7.3;  

Related CA Visual and Performing Arts Content Standards:  
7.5.1 - Use theatrical skills to communicate concepts or ideas from other curriculum areas …; 7.5.2 - 

Demonstrate projection, vocal variety, diction, gesture, and confidence in an oral presentation.  

Resources: 
Examples of spoken word poetry performances: 

• Knowledge for College 5th Annual SAYS Summit 2013  

• Culture and Language Academy of Success (CLAS) School Video 

• Brave New Voices (BNV) Spoken Word Movement and BNV Festival Videos 

• SAYS spoken word poetry on the UC Davis School of Education Website 

 

 2277 

Snapshot 6.7  Poets in Society – Spoken Word Poetry and Youth Literacy 

At Bridges Middle School, as part of an international movement to empower youth through the 

visual and performing arts, the school worked with a local community organization to create a thriving arts 

program that includes spoken word poetry and dance performances, hip-hop and rap music composing, 

and a mural project. The school frequently holds festivals where the students perform, hold MC battles, 

and inspire one another. The overarching goal of the program is to empower students and their teachers 

as authors of their own lives and agents of social change. 

All of the teachers work together to nurture the youth literacy through arts program, and in the 

English classes, teachers work closely with poet mentor educators, young community members who are 

local spoken word artists and rappers, to support the middle school students to write and perform their 

own spoken word poetry. The poet mentors complete a six-month training program and receive on-going 

support from the community organization. The teachers at the school have expressed that engaging in 

the program has helped them to establish more positive and trusting relationships with their students, 

partly because the students see that their teachers care about what they have to say and think that their 

life experiences are valid topics for school conversations and writing. It has also helped them implement 

strategies for supporting their students to use what they learn through spoken word poetry in more formal 

academic writing, such as informational and narrative texts and arguments. 

In their English classes, students analyze the lyrics of different types of poetry to understand how 

the language used creates different effects on the reader. They also compare classical or traditionally-

studied poetry (e.g., Shakespeare, Emily Dickenson, or Langston Hughes) to more contemporary forms 
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of poetry (e.g., hip-hop lyrics or spoken word). The students also view videos of teenagers performing 

spoken word and discuss how the artists used language, gestures, facial expressions, intonation, rhythm, 

and other techniques for particular effects. When the students begin to write their own spoken word 

poetry, the teachers post a quote in the room, which the class reads together to set the purpose for 

learning about and writing spoken word poetry:  

“Spoken word is a tool to liberate the mind, to illuminate the heart, and allow us to 
recognize both our common humanity, as well as the challenges that divide us.”  - Vajra 

Watson, SAYS Founder 

The poet mentors and teachers ask the students to channel their own experiences into their 

writing. For example, the poet mentor facilitates the following conversation with a class: 

Poet Mentor: Can anybody tell me what it means to be accepted? 

Students: Respect, self-confidence, smart, honesty, be who you are, loyalty, appearance, do 

what you’re told, friendship, good grades, helping, learning (the poet mentor writes the words on 

the board as the students popcorn out the words). 

Poet Mentor: I want you to do something for me. I want you to write down your five top words 

(students write). Now, circle your three three favorite words from that list (students circle the 

words). Now, I want you to cross out those three words out and incorporate the two words that 

are left into a free write called “I am not who you think I am.” 

The students’ poems are all different, expressing their own life experiences and perspectives. 

One student shares part of his poem with the class: 

Javier: I am not who you think I am. I do not like school. I do like to write. 

The teachers and poet mentors want each student to know that they can make a change, just by 

using their voices. One of the poet mentors shares his own spoken word poetry with the students, which 

they use as a model for writing (mentor text) and as inspiration for feeling empowered to write and 

perform to communicate their vulnerabilities, their hopes and dreams, their disappointments and regrets, 

their fears and angers, and their ambitions. One of the pieces the mentor shares is the following: 

“I am no illusion of a fantasy 

A smart living breathing human being, can it be? 

I like to read and write cuz it helps me advantage me 

You might have the umbrella, but I got a canopy 

See – I made friends, lost some 

Some say, “You raw, son” 

Hear it so often, I feel like I’m (y’all son) 

Wanna do what I want, but it’s kinda hard son 

Cuz I gotta abide by this thing called the law, one 

Two, I gotta prove to you what is real 

Cuz fake stuff is apparently a big deal” 
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-Poet Mentor Andre “Dre-T” Tillman 

The students and their teachers, along with the poet mentors, feel so strongly about the success 

of this program that they work together to approach foundations and the local city council to seek funding 

for and deeper community support and involvement with the project. They attend and speak at city 

council meetings and also write letters to foundations and community organizations to make their case 

and to invite them to their festivals. 

Sources: 

• Sacramento Area Youth Speaks (SAYS) Project at the University of California at Davis 

• Jeffrey M. R. Duncan-Andrade and Ernest Morrell (2008). The Art of Critical Pedagogy: 

Possibilities for Moving from Theory to Practice in Urban Schools. Peter Lang: New York. 

CA CCSS for ELA/Literacy: RL.7.4; RL.7.5; W.7.4; SL.7.6; L.7.3;  

Related CA Visual and Performing Arts Content Standards:  
7.5.1 - Use theatrical skills to communicate concepts or ideas from other curriculum areas …; 7.5.2 - 

Demonstrate projection, vocal variety, diction, gesture, and confidence in an oral presentation.  

Resources: 
Examples of spoken word poetry performances: 

• Brave New Voices (BNV) Spoken Word Movement and BNV Festival Videos 

• Knowledge for College 5th Annual SAYS Summit 2013 Culture and Language Academy of 

Success (CLAS) School Video 

• Ted Talks Spoken Word Videos: Sarah Kay – If I should have a daughter, Shane Koyczan – To 

this day … for the bullied and the beautiful 

  2278 

 Using Language Conventions 2279 

As in prior grades, students in grade seven are expected to demonstrate 2280 

command of the conventions of standard English grammar and usage when writing or 2281 

speaking, and they are expected to demonstrate command of standard English 2282 

capitalization, punctuation, and spelling when writing. New to grade seven are the 2283 

following standards: 2284 

L.7.1a. Explain the function of phrases and clauses in general and their function 2285 

in specific sentences.  2286 

L.7.1b. Choose among simple, compound, complex, and compound-complex 2287 

sentences to signal differing relationships among ideas. 2288 

L.7.1c. Place phrases and clauses within a sentence, recognizing and correcting 2289 

misplaced and dangling modifiers. 2290 
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L.7.2a. Use a comma to separate coordinate adjectives (e.g., It was a 2291 

fascinating, enjoyable movie but not He wore an old[,] green shirt.). 2292 

Content Knowledge  2293 

Reading literature and informational texts and 2294 

engaging in research in English language arts and 2295 

other subjects help students develop content 2296 

knowledge and develop understandings of the ways in 2297 

which reading and writing are employed across the 2298 

disciplines. Students in grade seven read and write 2299 

increasingly complex texts and engage in independent 2300 

reading programs.  2301 

Snapshot 6.8 presents a designated ELD lesson in which the phrases and structures 2302 

useful for making arguments in mathematics are examined. 2303 

 2304 

Snapshot 6.8 Designated ELD Connected to Mathematics in Grade Seven 

In mathematics, students in grade seven engage in two mathematical practices with a focus on 

communication: constructing viable arguments and critiquing the reasoning of others; and attending to 

precision. The students are called upon to justify their conclusions, communicate them to others, and 

respond to the arguments of others. In addition, they can listen or read the arguments of others, decide 

whether they make sense, and ask useful questions to clarify or improve the arguments. They also must 

try to communicate precisely to others, using clear definitions in discussion with others and in their own 

reasoning. Middle school students are also learning to examine claims and make explicit use of 

definitions.  

During designated ELD instruction, teachers work with their English learners to help them 

understand and gain confidence using the language needed to construct and justify arguments, 

understand the arguments of others, and communicate their ideas clearly. Teachers can provide English 

learnerstheir EL students with knowledge of and practice in using words, phrasinges and structures 

discourse practices useful for discussing mathematical content and for making arguments in 

mathematics, such as. Some of this language includes introductory adverbial phrases (e.g., In this case, 

As shown previously), or cause/effect sentence structures (e.g., Due to/as a result of ___________, I 

expect/I conclude that ________). Teachers can enhance English learners’ ability to engage in dialogue 

about mathematical ideas communication with other students by providing structured and meaningful 

practice in using a variety of question openers and extenders (e.g., Could you clarify what you mean by 

____________? I’m not sure I agree with you, but let me explain what I mean …). For example, teachers 
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might pull a small group of ELs at similar English language proficiency levels while the rest of the class is 

working on independent tasks in groups or pairs. Teachers might use this designated time to discuss the 

language resources useful for engaging in conversations about mathematics topics and to allow the 

students to engage in small group discussion using the language. This way, teachers can focus 

strategically on the specific type of language their EL students need to develop in order to fully engage 

with the math content and strengthen their ability to use the language during whole class or small group 

tasks. 

During mathematics instruction, Tteachers monitor students and provide judicious corrective 

feedback to ensure students are using the language appropriately while also applying the correct 

mathematics practices and content knowledge. 

Primary ELD Standards addressed in Designated ELD: 
ELD.PI.76-8.1,3,4,5,7,11a,12; ELD.PII.76-8.3-76 

CA CCSSM:  
Mathematical Practice 3: Construct viable arguments and critique the reasoning of others. 

 2305 

Foundational Skills 2306 

Ideally by the time students enter grade 2307 

seven, their knowledge of foundational skills is 2308 

well established. They have a large base of sight 2309 

words, and they rapidly and effectively employ 2310 

word recognition skills to identify new printed 2311 

words. Fluency, which includes accuracy, rate, 2312 

and prosody, continues to develop as students 2313 

engage in wide and extensive reading. Rate of 2314 

reading varies, however, as it should, with the text 2315 

and the task. Based on an extensive study of oral reading fluency, Hasbrouck and 2316 

Tindal (2006) recommend that students scoring more than 10 words below the 50th 2317 

percentile receive additional instruction that targets fluency.   2318 
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Figure 6.X19. Mean oral reading rate of grade seven students 2319 

Percentile Fall WCPM* Winter WCPM* Spring WCPM* 
Avg. Weekly 

Improvement** 

90 

75 

180 

156 

195 

165 

202 

177 

0.7 

0.7 

50 128 136 150 0.7 

25 

10 

102 

79 

109 

88 

123 

98 

0.7 

0.6 

*WCPM = Words Correct Per Minute **Average words per week growth 2320 

(Hasbrouck and Tindal 2006) 2321 

 2322 

Fluency rates must be cautiously interpreted with all students. See the discussion 2323 

of fluency in the overview of the span in this chapter and the section on supporting 2324 

students strategically. The primary way to support students’ fluency is to ensure 2325 

accuracy in decoding and engagement in wide, extensive reading of texts that are 2326 

neither too simple nor too challenging. In addition, students should have authentic 2327 

reasons to reread text because rereading also supports fluency.  2328 

For information on teaching foundational skills to middle school students who 2329 

need it, see the section on supporting students strategically in the overview of this 2330 

chapter. See also Chapter 9, Equity and Access.  2331 

English Language Development in Grade Seven  2332 

The instructional program for EL students, including designated ELD, should 2333 

reflect the anticipated linguistic and academic challenges of the grade seven curriculum 2334 

and prepare them for these challenges. An intensive focus on language, in ways that 2335 

build into and from content instruction, supports students’ ability to use English 2336 

effectively in a range of disciplines, raises their awareness of how English works in 2337 

those disciplines, and enhances their understanding of content knowledge. In content 2338 

instruction with integrated ELD, all teachers with ELs in their classrooms use the CA 2339 

ELD Standards to augment the instruction they provide. English learners at the 2340 

emerging level of English language proficiency, particularly ELs who are new to the U.S. 2341 

and to English, are able to engage in the same cognitively and linguistically demanding 2342 
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coursework as their non-EL peers. However, teachers need to provide support to 2343 

newcomer ELs that is responsive to their particular needs. For example, if in science, 2344 

students are asked to investigate the causes and effects of climate change and then 2345 

write a science explanation, teachers might support newcomer ELs by guiding the 2346 

students to read and discuss short science explanation texts on the topic.  2347 

Teachers might also use these science explanations as mentor texts and 2348 

explicitly show the students how they are organized, specific information that is typically 2349 

included in science explanations, and particular language that is useful for this text type 2350 

(e.g., domain-specific vocabulary, wording for showing cause and effect relationships, 2351 

phrases for citing evidence). Teachers might also provide sentence or paragraph 2352 

frames for students to use in their explanations and templates for writing that support 2353 

students to structure their texts appropriately. They might also provide bilingual 2354 

dictionaries and thesauruses so that students can include precise vocabulary and new 2355 

grammatical structures as they convey their knowledge of the topic. Providing 2356 

opportunities for newcomer ELs to read and discuss texts in their primary language can 2357 

also support their understandings of the content and how to write these text types in 2358 

English. 2359 

Students at the Expanding and Bridging levels of English language proficiency 2360 

may not need all of these scaffolding techniques or such an intensive level of support. 2361 

As they progress in their understandings of English and their abilities to use English to 2362 

convey meanings, ELs abilities to write longer texts independently that meet the 2363 

expectations of particular text types will increase. However, all EL students will need 2364 

varying levels of scaffolding depending on the task, the text, and their familiarity with the 2365 

content and the language required to understand and discuss it. Figure 6.18 20 shows a 2366 

section of the CA ELD Standards that a teacher might use in tandem with the CA CCSS 2367 

for ELA/Literacy and other content standards to plan differentiated instructional support 2368 

for ELs based on their language proficiency and need for scaffolding. 2369 

 2370 
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Figure 6.1820. Using the CA ELD Standards in Integrated ELD  2371 

English Language Development Continuum 
-------- Emerging ----------------------- Expanding ---------------------- Bridging --------------- 

6. Reading/viewing closely 
a) Explain ideas, phenomena, 
processes, and text relationships 
(e.g., compare/contrast, 
cause/effect, problem/solution) 
based on close reading of a 
variety of grade-appropriate texts 
and viewing of multimedia with 
substantial support.  
 
b) Express inferences and 
conclusions drawn based on 
close reading of grade-
appropriate texts and viewing of 
multimedia using some 
frequently used verbs (e.g., 
shows that, based on).  
 

6. Reading/viewing closely 
a) Explain ideas, phenomena, 
processes, and text relationships 
(e.g., compare/contrast, 
cause/effect, problem/solution) 
based on close reading of a 
variety of grade-level texts and 
viewing of multimedia with 
moderate support.  
 
b) Express inferences and 
conclusions drawn based on 
close reading of grade-
appropriate texts and viewing of 
multimedia using a variety of 
verbs (e.g., suggests that, leads 
to).  
 

6. Reading/viewing closely 
a) Explain ideas, phenomena, 
processes, and text relationships 
(e.g., compare/contrast, 
cause/effect, problem/solution) 
based on close reading of a 
variety of grade-level texts and 
viewing of multimedia with light 
support.  
 
b) Express inferences and 
conclusions drawn based on 
close reading of grade-level texts 
and viewing of multimedia using 
a variety of precise academic 
verbs (e.g., indicates that, 
influences).  
 

 2372 

Designated ELD is a protected time during the regular school day when qualified 2373 

teachers work with ELs. Students are grouped by similar English proficiency levels and 2374 

teachers focus on critical academic language the students need to develop in order to 2375 

be successful in academic subjects. Designated ELD time is an opportunity to focus on 2376 

and delve deeper into the linguistic resources of English that ELs must develop in order 2377 

to engage with and make meaning from content, express their understanding of content, 2378 

and create new content in ways that meet the expectations of the CA CCSS for 2379 

ELA/Literacy and other content standards. Accordingly, the CA ELD Standards are the 2380 

primary standards used during this designated time. However, the content focus is 2381 

derived from ELA and other areas of the curriculum. For more detailed information on 2382 

integrated and designated ELD, see the grade span section of this chapter and Chapter 2383 

2. 2384 

ELA/Literacy and ELD in Action  2385 

The vignettes below are intended to provide concrete illustrations of how to 2386 

implement some of the CA CCSS for ELA/Literacy and CA ELD Standards so that 2387 
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teachers can discuss the examples and use them as they collaboratively plan lessons, 2388 

extend their learning, and refine their practice.5 2389 

Both the CA CCSS for ELA/Literacy and the CA ELD Standards acknowledge the 2390 

importance of reading complex texts closely and thoughtfully to derive meaning. In 2391 

addition, reading texts multiple times can reveal layered meanings that may not present 2392 

themselves during a single reading. In order to support their students to comprehend 2393 

specific complex texts, as well as to support their abilities to read closely in general, 2394 

teachers should prepare close reading lessons carefully and purposefully before 2395 

teaching. Teachers should select challenging and interesting texts that are worth 2396 

spending the time on reading and rereading. Teachers should read the texts ahead of 2397 

time in order to determine why the might be challenging for all students and for 2398 

particular students (including ELs and students with disabilities), and plan a sequence of 2399 

lessons that build students’ abilities to read the text with increasing understanding and 2400 

independence. This requires teachers to analyze the cognitive and linguistic demands 2401 

of the texts, including the sophistication of the ideas or content of the text, students’ 2402 

prior knowledge of the content, and the complexity of the vocabulary, sentences, and 2403 

organization of the text, not to mention the purpose for reading particular texts.  2404 

During instruction, teachers should model how to read texts closely by thinking 2405 

aloud, highlighting the comprehension questions they ask themselves as they read and 2406 

the language, as well as ideas that stand out to them. Teachers should provide concrete 2407 

methods for students to read more analytically and guide them to frequently read complex 2408 

texts using these methods with appropriate levels of scaffolding. Seventh graders need 2409 

many opportunities to read a wide variety of complex texts and to discuss the texts they 2410 

read. 2411 

Importantly, for English learners, teachers should explicitly draw attention to text 2412 

structure and organization and to particular elements of language (e.g., text 2413 

connectives, long noun phrases, types of verbs, and verb tenses) in the complex texts 2414 

that helped the author convey particular meanings. Examples of specific elements of 2415 

language are using text connectives to create cohesion (e.g., for example, suddenly, in 2416 

5 For definitions of terms used in this document, see the CA ELD Standards Glossary, available at 
http://www.myboe.org/cognoti/content/file/resources/documents/e0/e0aecc77/e0aecc77a92d7a78e1835f
dfcf49d188bbe370f9/sbeeldglossary.pdf 
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the end); long noun phrases to expand and enrich the meaning of sentences (e.g., “The 2417 

moral which I gained from the dialogue was the power of truth over the conscience of 2418 

even a slaveholder.” [CCSS, Appendix B, p.91]); and complex sentences which 2419 

combine ideas and convey meaning in specific ways (e.g., “Because both Patrick and 2420 

Catherine O’Leary worked, they were able to put a large addition on their cottage 2421 

despite a lot size of just 25 by 100 feet.” [CCSS, Appendix B, p.94]). Providing English 2422 

learners with opportunities to discuss the language of the complex texts they are 2423 

reading enhances their comprehension of the texts while also developing their 2424 

awareness of how language is used to make meaning. 2425 

Lesson planning should look ahead to year-end and unit goals and incorporate 2426 

the framing questions in the chart below. 2427 

 2428 

Figure 6.X 21 Framing Questions for Lesson Planning 2429 

Framing Questions for Lesson Planning 

Framing Questions for All Students Add for English Learners 

• What are the big ideas and culminating performance tasks 

of the larger unit of study, and how does this lesson build 

toward them? 

• What are the learning targets for this lesson, and what 

should students be able to do at the end of the lesson?  

• Which clusters of CA CCSS for ELA/Literacy does this 

lesson address?  

• What background knowledge, skills, and experiences do 

my students have related to this lesson? 

• How complex are the texts and tasks that I will use? 

• How will students make meaning, express themselves 

effectively, develop language, and learn content? How will 

they apply or learn foundational skills? 

• What types of scaffolding, accommodations, or 

modifications will individual students need to effectively 

engage in the lesson tasks? 

• How will my students and I monitor learning during and 

after the lesson, and how will that inform instruction? 

• What are the English language 

proficiency levels of my 

students? 

• Which CA ELD Standards 

amplify the CA CCSS for 

ELA/Literacy at students’ English 

language proficiency levels? 

• What language might be new for 

students and/or present 

challenges? 

• How will students interact in 

meaningful ways and learn 

about how English works in 

collaborative, interpretive, and/or 

productive modes? 

 2430 
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ELA with Integrated ELD 2431 

The following vignette (6.3) illustrates how a teacher might implement the CA 2432 

CCSS for ELA/Literacy and the CA ELD Standards during ELA instruction where close 2433 

reading is the focus of instruction. Vignette 6.4 provides an example of how designated 2434 

ELD can build from and into the types of lessons outlined in the ELA vignette. 2435 

 2436 

Vignette 6.3  English Language Arts Instruction in Seventh Grade 
“You Are What You Eat:” Close Reading of an Informational Text 

Background 
Mrs. Massimo is an English language arts (ELA) teacher and is part of an interdisciplinary team 

that also includes social studies, science, and math teachers. The team plans lessons together in order to 

address a variety of genres of literature and informational texts throughout the year, which relate to 

themes. For the “You Are What You Eat” thematic unit on food, nutrition, and agribusiness, Mrs. Massimo 

is having her seventh grade students read The Omnivore’s Dilemma: The Secrets Behind What You Eat 

(Young Reader’s Edition) by Michael Pollan. This nonfiction text examines how food is produced in the 

United States today and what alternatives to those production methods are available. Mrs. Massimo’s 

seventh grade English class has 32 students, including 2 students with mild learning disabilities, ten 

English learners at the Expanding level of English language proficiency (most of whom have been in the 

United States since the primary grades of elementary school), and two English learners at the Emerging 

level of English language proficiency who have been in U.S. schools for just over a year. 

Mrs. Massimo and her team know that middle school is a critical time to prepare students for the 

increasingly complex texts they will encounter across the disciplines as they progress through secondary 

schooling. They make strategic decisions about how to address academic literacy in their instruction, and 

they use the CA ELD Standards to ensure they are attending to the language learning needs of their 

English learners. 
Lesson Context 

This lesson occurs in the second week of the unit. Mrs. Massimo has shown students a 

documentary about processed foods, and the class has engaged in lively discussions about the types of 

foods they like and/or should be eating to be healthy. In this lesson, she continues to build students’ 

content knowledge of food and nutrition by focusing on the modern farming industry. She guides them to 

closely read a short passage from the text by Michael Pollan and facilitates a class discussion about it, 

prompting them to cite evidence from the text to support their ideas. 

 

Learning Targets: The students will unpack the meanings in a short text about 

agribusiness and engage in collaborative conversations about the text. 

Primary CA CCSS for ELA/Literacy Addressed: RI.7.1 - Cite several pieces of textual 
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evidence to support analysis of what the text says explicitly as well as inferences drawn 

from the text; RI.7.3 - Analyze the interactions between individuals, events, and ideas in a 

text (e.g., how ideas influence individuals or events, or how individuals influence ideas or 

events); RI.7.4 - Determine the meaning of words and phrases as they are used in a text, 

including figurative, connotative, and technical meanings; analyze the impact of a specific 

word choice on meaning and tone; SL.7.1 - Engage effectively in a range of collaborative 

discussions (one-on-one, in groups, and teacher-led) with diverse partners on grade 7 

topics, texts, and issues, building on others’ ideas and expressing their own clearly. 

Primary CA ELD Standards Addressed (Expanding level shown): ELD.PI.7.1 – 

Contribute to class, group, and partner discussions; ELD.PI.7.6a – Explain ideas, 

phenomena, processes, and text relationships based on close reading of a variety of grade-

level texts … with moderate support; ELD.PI.7.6c – Use knowledge of morphology, context, 

reference materials, and visual cues to determine the meaning of unknown and multiple-

meaning words on familiar and new topics. 

 
Lesson Excerpts 

First, Mrs. Massimo activates her students’ background knowledge by reading a short passage 

aloud as all students follow along with their own copies of the text. The passage is related to what 

students will read and also contains many of the same words they will encounter (e.g., agribusiness, 

fertilizer, chemicals, yield). This way, Mrs. Massimo intentionally provides her students with modeling of 

how intonation and prosody for the text sound, as well as how to pronounce unfamiliar words. She also 

models the use of different types of comprehension strategies, including pointing out general academic 

and domain-specific vocabulary that is key to understanding the text, asking herself clarifying questions 

as she reads or stopping to summarize what she’s read every so often (i.e., thinking aloud her 

metacognitive processes).  

Next, Mrs. Massimo asks the students to read the next passage independently and to consider 

some text-dependent questions as they do. She asks them to jot down their responses to the questions, 

as well as any questions they have about the text and any unfamiliar vocabulary they encounter, in their 

reading journals. (Previously, Mrs. Massimo has met separately with the two English learners at the 

Emerging level to ensure they understand the meaning of the questions, as well as to preview the content 

knowledge embedded in the text they will read.) The questions she asks the students to think about as 

they read the text for the first time are the following: 

 

• What is this text mostly about? 

• What are some key events or details that help us understand what the 

text is mostly about? 

• What are some words necessary for discussing the ideas? 
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Excerpt from the text (Chapter 3 - From Farm to Factory): 
It may seem that I’ve given corn too much credit. After all, corn is just a plant. How could 

a plant take over our food chain and push out almost every other species? Well, it had some 

help—from the U.S. Government. 

At the heart of the industrial food chain are huge businesses, agribusinesses. The same 

businesses that create new seeds provide farmers with the tools and fertilizer they need to grow 

lots of corn. Agribusinesses also need cheap corn from which they make processed food and 

hundreds of other products. To get the corn flowing and keep it flowing, agribusiness depends on 

government regulations and taxpayer money. 

 The government started seriously helping corn back in 1947. That was when a huge 

weapons plant in Muscle Shoals, Alabama switched over to making chemical fertilizer. How can a 

weapons plant make fertilizer? Because ammonium nitrate, the main ingredient in explosives, 

happens to be an excellent source of nitrogen. And nitrogen is one of the main ingredients in 

fertilizer. 
 After World War II, the government found itself with a tremendous surplus of ammonium 

nitrate. There was a debate about what the government should do with the leftover bomb material. 

One idea was to spray it on forests to help out the timber industry. But the scientists in the 

Department of Agriculture had a better idea: Spread the ammonium nitrate on farmland as 

fertilizer. And so the government helped launch the chemical fertilizer industry. (It also helped 

start the pesticide industry, since insect killers are based on poison gases developed for the war.) 

 Chemical fertilizer was needed to grow hybrid corn because it is a very hungry crop. 

The richest acre of Iowa soil could never feed thirty thousand hungry corn plants year after year 

without added fertilizer. Though hybrids were introduced in the thirties, it wasn’t until farmers 

started using chemical fertilizers in the 1950s that corn yields really exploded. 

After students read the text independently, Mrs. Massimo asks them to discuss their notes in 

triads for five minutes and to come to a consensus on their responses to the questions. This gives them 

an opportunity to collaboratively unpack the meanings in the text before she narrows in on the key ideas 

she wants them to focus on next. Mrs. Massimo groups the students into triads, making sure students can 

work well together and complement each other’s strengths and areas for growth (e.g., a student who has 

an expansive vocabulary paired with one student who is a good facilitator and another who has a deep 

interest in science). She also ensures that the two English learners at the Emerging level are each in a 

triad with a “language broker,” that is, another student who can support their understanding by using their 

primary language. 

After their small group discussion, Mrs. Massimo pulls all groups together for a whole group 

discussion. She has prepared some text-dependent questions to facilitate the discussion, which she asks 

as follow up questions as the groups share out their responses:  
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o What is “agribusiness”? 

o How did the U.S. government help launch the chemical fertilization industry? 

o Why are chemical fertilizers so important and necessary to agribusiness? 

As students share out, she charts their responses on the document reader.  

Julissa:  Our group said this text is mostly about the big businesses that make processed 

food. They used the chemicals from the weapons factory to make fertilizers for the 

farms.  

Mrs. Massimo:  I see. And what word was used in the text to refer to those big businesses that 

grow food? 

Julissa:  (Looking at her notes.) Agribusinesses? 

Mrs. Massimo:  (Writes “agribusiness” on the board.) Yes, let’s make sure everyone writes that 

down in their notes. That term is critical for understanding the meanings in the text 

we’re reading. Based on your understandings, how should we define 

“agribusinesses”? 

Mrs. Massimo guides the class to define the term in their own words, prompting them to refer to 

their notes and to go back into the text to achieve a precise definition. Here is what the class generates: 

Agribusinesses: Huge companies that do big farming as their business. They sell the seeds, 

tools, and fertilizer to farmers, and they also make processed foods. 

Mrs. Massimo continues to facilitate the conversation, prompting the students to provide details 

about the text, using evidence they cited while reading independently and in their collaborative 

conversations. She also clarifies any vocabulary that was confusing and that the students were unable to 

define in their small group discussions. She anticipated certain words that might be unfamiliar to students 

(bolded words in the text excerpt) and has prepared short explanations for them, which she provides to 

students. 

When students’ responses are incomplete or not detailed enough, she prompts them to elaborate.  

Mrs. Massimo:  Why are chemical fertilizers so important and necessary to agribusiness? 

Sandra:  They help the food grow. 

Mrs. Massimo:  Can you say more about that? 

Sandra:  It has something in it that the crops need to grow. Nitra- (looks at her text) 

nitrogen. It was in all the ammonium nitrate they had at the weapons factory. And 

nitrogen helps the plants to grow. So they had all this ammonium nitrate, and 

they made it into chemical fertilizer, and that helped the corn – the hybrid corn – 

grow more.  

Mrs. Massimo:  Okay, so why was it so important for the agribusinesses to have this chemical 

fertilizer and for the hybrid corn to grow?  

Sandra:  Because they need a lot of cheap corn to make processed foods. 

Most of the meanings of words in this text can be determined from careful reading of the context. 
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As a review during the discussion of the text-dependent questions, Mrs. Massimo reviews how to learn 

vocabulary from contextual clues. For example, she shows the students the following sentences from the 

text and explains that the definition of a challenging word can be embedded within the sentence (in an 

appositive phrase set off by commas), or in a sentence following the challenging word, for example: 

Because ammonium nitrate, the main ingredient in explosives, happens to be an excellent source of 

nitrogen. And nitrogen is one of the main ingredients in fertilizer.)  

Mrs. Massimo also points out that the connector because introduces a dependent clause—that 

is, a clause that should be combined with a complete sentence—yet here the clause stands alone as a 

fragment. 

Mrs. Massimo:  Why do you think the author chose to do this? Take a look at the text and briefly 

talk with your group. (Waits for 30 seconds.) 

Tom:  The sentence that comes before it is a question, “How can a weapons plant 

make fertilizer?” so he’s just answering his question.  

Mrs. Massimo: Is that the style we usually see in an academic text we’re reading? 

Tom:  No, it seems like he’s trying to make it seem like he’s having a conversation with 

us, like he’s being more informal. 

Mrs. Massimo:  Yes, in everyday conversation, responding to a question and starting with 

“because” is natural. This passage is helping to define unfamiliar terms and 

concepts by using a more conversational style. That leaves us with an 

incomplete sentence, but Pollan is making this choice deliberately. He’s really 

thinking about the audience when he chooses to write like that. He wants to 

connect with them in a more conversational tone. When you’re having a 

conversation, and even when you write sometimes, you can also make that 

choice. But you also need to consider your audience and remember that usually, 

when you’re writing for school, you need to use complete sentences. 

Next Steps 
After the lesson, Mrs. Massimo again pulls aside her two English learners at the Emerging level 

to ensure they understood the critical points of the text. She reviews their notes in their journal and has a 

brief discussion with them, clarifying as needed and reinforcing the meanings of some of the vocabulary 

used that day.  

Later on in the unit, Mrs. Massimo will guide the students to write arguments about topics related 

to the “You Are What You Eat” theme. As they write, the students will use a rubric to ensure that their 

arguments support their claims with clear reasons and relevant evidence, maintain a formal style, and use 

appropriate text structure and organization. 

Source:  
Lesson adapted from grade seven close reading lesson at achievethecore.org and the CA ELD 

Standards, Appendix B. 
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Resources 
The original lessons and complete reading text are available at: 

http://www.achievethecore.org/page/31/the-omnivore-s-dilemma-the-secrets-behind-what-you-eat-by-

michael-pollan  

Achieve the Core has other CCSS-aligned lessons at each grade level as well as student work samples: 

www.achievethecore.org 

 2437 

Designated ELD Vignette 2438 

The example in Vignette 6.4 illustrates good teaching for all students with 2439 

particular attention to the learning needs of ELs. In addition to good first teaching, ELs 2440 

benefit from intentional and purposeful designated ELD instruction that builds into and 2441 

from content instruction and focuses on their particular language learning needs. 2442 

Vignette 6.4 illustrates an example of how designated ELD can build from and into the 2443 

types of lessons outlined in the first vignette. The vignette below illustrates how 2444 

teachers can show their students how to deconstruct, or unpack, the language 2445 

resources in arguments. 2446 

 2447 

Vignette 6.4  Designated ELD Instruction in Seventh Grade 
Unpacking Arguments:  

Text Organization and Language for Persuading 

Background 
During designated ELD, Ms. Quincy, the school’s English as an additional language specialist, 

teaches a class of English learners, most of whom are at the Expanding level of English language 

proficiency. Most are long-term English learners, that is, they have been in U.S. schools since the 

elementary grades, but have not reached academic proficiency in English, according to state 

assessments. A few English learners in this class are at the Emerging level of English language 

proficiency. They have been in the country for a little over a year, are progressing well, and are already 

fairly fluent in everyday English. All of the students experience challenges using academic English when 

writing academic papers or providing oral presentations. Ms. Quincy focuses her attention on supporting 

her students to strengthen their abilities to use academic language in both writing and speaking, using 

grade-level texts. 

Lesson Context 
Ms. Quincy collaborates with an interdisciplinary team that includes Mrs. Massimo, the ELA 

teacher, on a series of lessons where students read informational texts for the cross-disciplinary thematic 

unit on food, nutrition, and agriculture, “You Are What You Eat.” Ms. Quincy and Mrs. Massimo worked 
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together to design a series of designated ELD lessons that build into and from the interdisciplinary unit. 

They want to ensure their English learners will be successful with the literacy tasks they engage in 

throughout the unit and will be well prepared for the unit’s culminating task: a written argument supported 

by evidence from the texts and media they used for their research on the topic. 

Both teachers have noticed that many of the English learners in Mrs. Massimo’s class are 

challenged by some of the academic texts they are reading and by the short writing assignments that are 

leading up to the research project. As the unit progresses, Ms. Quincy adjusts her lessons to ensure her 

students receive the appropriate level of scaffolding to meet the high expectations she and Mrs. Massimo 

have for them. In today’s lesson, Ms. Quincy will begin guiding the students to analyze several mentor 

texts—arguments written by previous students, as well as newspaper editorials. The class will be looking 

closely at the language resources the writers used to persuade readers to think a certain way or do 

something. The learning target and CA ELD Standards for today’s lesson are the following: 

 

Learning Target: Students will analyze a written argument, focusing on the text 

structure and organization and language resources useful for persuading. 

Primary CA ELD Standards Addressed (Expanding level shown): ELD.PI.7.1 -

Contribute to class, group, and partner discussions by following turn‐taking rules, 

asking relevant questions, affirming others, adding relevant information, and 

paraphrasing key ideas; ELD.PI.7.4 - Adjust language choices according to purpose 

(e.g., explaining, persuading, entertaining), task, and audience; ELD.PII.7.1 - Apply 

understanding of the organizational features of different text types (e.g., how 

narratives are organized by an event sequence that unfolds naturally versus how 

arguments are organized around reasons and evidence) to comprehending texts and 

to writing increasingly clear and coherent arguments, informative/explanatory texts 

and narratives; ELD.PII.7.2b - Apply growing understanding of how ideas, events, or 

reasons are linked throughout a text using a variety of connecting words or phrases 

(e.g., for example, as a result, on the other hand) to comprehending texts and writing 

texts with increasing cohesion. 

 
Lesson Excerpts 

Ms. Quincy begins by activating students’ background knowledge of persuading by asking them 

to discuss the following question with a partner: 

Have you ever tried to persuade someone to do something? What did you say? How did you say 

it? Did it work? 

After the students have had a couple of minutes to discuss the questions, she explains the 

purpose of constructing arguments. 

Ms. Quincy:  When we make an argument, our purpose is to persuade someone to think a 
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certain way or to do something. You’re very familiar with trying to persuade 

people with good reasons in a conversation. The way we persuade people in a 

conversation is different than the way we persuade others in writing. When we 

write to persuade others, there are certain language resources we can use to 

construct a strong argument. We’re going to take a look at those language 

resources, and we’re going to look at how an argument is structured so that you 

can write arguments later in this unit. 

Ms. Quincy distributes copies of an argument written by a student the previous year. She also 

displays the text on the document reader. She begins by having the students read the text chorally with 

her. The content of the text is familiar as the class is in the middle of the thematic unit on food, nutrition, 

and agribusiness. Nevertheless, she ensures that they understand the general idea of the text by telling 

them that the text is an argument, written as a school newspaper editorial, for serving organic foods in the 

cafeteria. She tells them that as they analyze the text structure, they’ll gain a deeper understanding of the 

meaning of the text. 

Next, she shows them the text structure and organization of the mentor text by breaking the text 

up into meaningful chunks. She draws a line to separate each large chunk, or “stage,” and in the left-hand 

column, she explains that they will use the terms “position statement, arguments, reiteration of 
appeal” to indicate what these “stages” are. Under each stage, she writes what the “phases” of each 

stage are and explains that the phases show where the writer is making deliberate choices about how to 

use language to get her idea across. Knowing where the stages and phases are, she tells them, will help 

them to read the argument, and it will also give them ideas about how to structure their own arguments. 

She has the students write the stages and phases on their copy of the text.  

 

Stages (bigger 

chunks) 
& 

Phases 

(smaller 

chunks inside 

stages) 

Title:  
“Our School Should Serve Organic Foods” 6 

Position 
Statement 

 

Issue 

 

All students who come to Rosa Parks Middle School deserve to be served 

healthy, safe, and delicious food. Organic foods are more nutritious and safer 

to eat than non-organic foods, which are treated with pesticides. Our school 

should serve only organic foods because it’s our basic right to know that we’re 

being taken care of by the adults in our school. Organic foods might be more 

6From Appendix B of the CA ELD Standards (used with permission from WestEd). 
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Appeal 

 

 

expensive than non-organic foods, but I think we can all work together to make 

sure that we eat only the healthiest foods, and that means organic. 

Arguments 
 

Point A 

 

Elaboration 

Eating organic foods is safer for you because the crops aren’t treated 
with chemical pesticides like non-organic crops are. According to a 

recent study by Stanford University, 38% of non-organic produce had 

pesticides on them compared with only 7% of organic produce. Some scientists 

say that exposure to pesticides in food is related to neurobehavioral problems 

in children, like ADHD. Other studies show that even low levels of pesticide 

exposure can hurt us. I definitely don’t want to take the risk of poisoning myself 

every time I eat lunch. 

 

Point B 

 

Elaboration 

     Organic food is more nutritious and healthier for your body. The 

Stanford University study also reported that organic milk and chicken contain 

more omega-3 fatty acids than non-organic milk and chicken. Omega-3 fatty 

acids are important for brain health and also might help reduce heart disease, 

so we should be eating foods that contain them. According to Michael Pollan 

and other experts, fruits and vegetables grown in organic soils have more 

nutrients in them. They also say that eating the fruits and vegetables close to 

the time they were picked preserves more nutrients. This is a good reason to 

get our school food from local organic farms. Eating local organic foods helps 

keep us healthier, and it also supports the local economy. We might even be 

able to get organic crops cheaper if we work more with local farms. 

 

Point C 

 

Elaboration 

     Organic foods are better for the environment and for the people who 
grow the food. Farmers who grow organic produce don't use chemicals to 

fertilize the soil or pesticides to keep away insects or weeds. Instead, they use 

other methods like beneficial insects and crop rotation. This means that 

chemicals won’t run off the farm and into streams and our water supply. This 

helps to protect the environment and our health. In addition, on organic farms, 

the farmworkers who pick the food aren’t exposed to dangerous chemicals that 

could damage their health. This isn’t just good for our school. It’s something 

good we should do for ourselves, other human beings, and the planet. 

Reiteration of 
Appeal 

 

 

     To put it simply, organic foods are more nutritious, safer for our bodies, 

and better for the environment. But there’s another reason we should go 

organic. It tastes better. Non-organic food can sometimes taste like cardboard, 

but organic food is always delicious. When I bite into an apple or a strawberry, I 

want it to taste good, and I don’t want a mouthful of pesticides. Some people 

might say that organic is too expensive. I say that we can’t afford to risk the 
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health of students at this school by not serving organic foods. Therefore, we 

must find a way to make organic foods part of our school lunches. 

 

Once the students have the stages of their arguments delineated, Ms. Quincy models how she 

locates key sentences, which she highlights: 

• The position statement: All students who come to Rosa Parks Middle School deserve to be 

served healthy, safe, and delicious food. 

• The issue: Organic foods are more nutritious and safer to eat than non-organic foods, which are 

treated with pesticides. 

• The appeal: Our school should serve only organic foods because it’s our basic right to know that 

we’re being taken care of by the adults in our school. 

She underlines the arguments and briefly notes that the rest of the paragraphs elaborate on the 

arguments. 

Ms. Quincy:  We’re going to be looking at text structure and organization a lot over the next 

couple of weeks, so if things aren’t clear right now, don’t worry. What I want to 

spend most of our time on today is all the different kinds of language resources 

you can choose when you write an argument. We’ll be looking at a lot of different 

arguments that some students your age wrote, as well as some newspaper 

articles that are arguments, so that you can see that there are a lot of language 

resources you can choose from.  

Thyda:  What do you mean “language resources?” 

Ms. Quincy:  A “resource” is something that can be used by you to do something. Language 

resources are words or groups of words that help you make meaning and do the 

things you are trying to get done with language. Some language resources help 

you put ideas together in sentences, like when you use the words “and” or “but” 

or “because.” Other resources help you be really precise in your meanings, like 

specific vocabulary, for example. Because we’re focusing on argument texts, 

we’re going to explore which kinds of language resources are used in arguments 

to help make the text more persuasive. 

Ms. Quincy models how she identifies language resources by reading the first paragraph. She 

stops at the word “should.” She highlights the word and points out that it is a modal verb that expresses 

the point of view of the author. The word “should,” she points out, makes the statement much stronger 

than if the author had used the words “could” or “can.” The modal “should” tells us what the author thinks 

is right or best; the modals “could” and “can” tell us what the author thinks is possible. 

She writes this observation in the margin. Next, she asks the students to work together in pairs to 

explore the rest of the text, paragraph by paragraph, and to work collaboratively to identify other language 

resources that make the text persuasive. She asks them to underline these language resources, agree on 
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why the language is persuasive, and to then write their ideas in the margin. (She has each student at the 

Emerging level of English language proficiency work with two other students at the Expanding level who 

she knows will support and include them in the task.) As the students are exploring the text, she walks 

around the classroom so that she can provide support when needed and can observe which language 

resources they find. 

Samuel:  “According to a recent study by Stanford University” – it seems like they’re using 

that to show there’s proof. 

Mai:  It seems like they’re using what? 

Samuel:  The words at the beginning, “according to.” 

Mai:  Yeah, because after that they have some numbers about pesticides, “38% of 

non-organic produce had pesticides on them compared with only 7% of organic 

produce.” If they just said that, without “according to,” then it sounds less 

important or official. 

Samuel:  Let’s underline that and say it makes it sound important and official. 

Ms. Quincy:  Can you say a little more about that? What do you mean by “important and 

official”? 

Mai:  It’s like, he can say the numbers, but when you say “according to a study,” then 

that means there’s evidence. 

Samuel:  Or if you say “according to a scientist,” that means someone important thinks it’s 

true. 

Ms. Quincy:  Like an expert?  

Samuel:  Yeah, a scientist is like an expert on things, and a study is like evidence, so if you 

say “according to” that expert or that evidence, that makes your argument 

stronger. 

Ms. Quincy carefully observes the students at the Emerging level of proficiency and steps in 

when extra scaffolding is needed. She will also check in with these students at the end of class to ensure 

that they understood the purpose of the task and the ideas discussed. 

After ten minutes of exploration, Ms. Quincy pulls the class together and asks them to share their 

observations. She writes their observations on chart paper so that the students can continue to add their 

ideas over the next two weeks and can refer to it when they begin to construct their own arguments. 

Language Resources Useful for Writing Arguments 

Language resource and 
examples 

Example from the text What it does 

According to + (noun or 

pronoun), statement. 

According to Michael 

Pollan and other experts, 

fruits and vegetables 

grown in organic soils 

lets you cite evidence or an 

expert; makes it sound more 

official 
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have more nutrients in 

them. 

Modal verbs: should, 

would, could, might, may, 

must 

Our school should serve 

only organic foods …  

Organic foods might be 

more expensive … 

makes statements stronger or 

softer; lets the reader know that 

you believe something or doubt 

it’s true 

Judging words: deserve, 

basic right, more 

nutritious, safer 

… it’s our basic right to 

know that we’re being 

taken care of by the adults 

in our school. 

shows how the author is 

judging or evaluating things 

Precise words and 

academic words: 

nutritious, organic 

produce 

Some scientists say that 

exposure to pesticides in 

food is related to 

neurobehavioral problems 

in children, like ADHD. 

makes the reader think you 

know what you’re talking about 

and gets at the meaning you 

want  

Ms. Quincy points out that there’s an important reason for using terms like according to. 

Ms. Quincy: I agree that it does make the writing seem more “official.” But there’s an important 

reason why we use terms like “according to.” We have to attribute facts to their source. That 

means that we have to say where the facts came from, and “according to” is one way to do that. 

Facts aren’t always just facts. They come from somewhere or from someone, and we have to 

make judgments about where they came from, the source. We have to decide if the source is 

credible, or rather, if they are someone who knows enough to be able to give us these facts. 

There are lots of ways to do this. For example, we could also say something like, “Scientists at 

Stanford found that …” 

The students have also noted that there are some words that help connect ideas throughout the 

text together. In their planning, Mrs. Massimo and Ms. Quincy had anticipated this, and they created a 

chart that they would each use in their classrooms to support students with cohesion (how a text hangs 

together and flows). Ms. Quincy writes the “text connectives” the students identify (in addition, instead, to 

put it simply, therefore) and provides them with other text connectives that are useful for cohesion. (The 

class will add additional terms to the chart over time.) 

 

Why use? Which text connectives to use (to help create cohesion) 

adding ideas in addition, also, furthermore  

sequence first of all, finally, next, then, to begin with, lastly 

example for example, to illustrate, for instance, to be specific, in the same 

way 

results  as a result, as a consequence, consequently, therefore, for this 
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reason, because of this 

purpose to this end, for this purpose, with this in mind, for this reason(s) 

comparison like, in the same manner (way), as so, similarly 

contrast  instead, in contrast, conversely, however, still, nevertheless, yet, on 

the other hand, on the contrary, in spite of this, actually, in fact  

summarize  to put it simply, in summary, to sum up, in short, finally, therefore, as 

you can see 

 

Next Steps 
Over the next two weeks, Ms. Quincy will continue to work with students to analyze other mentor 

texts, deconstruct some of the sentences in them, and discuss the language resources in the texts. Once 

the students have had many opportunities to deconstruct these texts, she will guide them to help her co-

construct an argument on the theme, using the text structure and organization of arguments, as well as 

some of the language resources they have identified. 

When Ms. Quincy and Mrs. Massimo meet for collaborative planning later that week, they discuss 

how the lesson went. Ms. Quincy shares that the students responded well but that there were some 

questions that were difficult to answer. Mrs. Massimo invites Ms. Quincy to come into her ELA class the 

following week to co-teach a lesson on language resources in arguments so that she can learn how to 

show all of her students how to identify and use language for persuading. With both of them working on 

this area of language development, Mrs. Massimo suggests, perhaps some of the students’ questions will 

become easier to answer. 

Source: 
Lesson developed using the CA ELD Standards, Appendix B and Derewianka & Jones (2012). 

Resources 
For further reading on teaching students about the language resources of different text types, see: 

Derewianka, B. and Jones, P. (2012). Teaching Language in Context.  Melbourne, Australia: Oxford 

University Press. 

Gibbons, P. (2009). English learners, academic literacy, and thinking: Learning in the challenge zone. 

Portsmouth, NH: Heinemann. 

 2448 

Conclusion 2449 

The information and ideas in this grade-level section are provided to guide 2450 

teachers in their instructional planning. Recognizing California’s richly diverse student 2451 

population is critical for instructional and program planning and delivery. Teachers are 2452 

responsible for educating a variety of learners, including advanced learners, students 2453 

with disabilities, ELs at different English language proficiency levels, Standard 2454 
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English learners, and other culturally and linguistically diverse learners, as well as 2455 

students experiencing difficulties with one or another of the themes presented in this 2456 

chapter (meaning making, effective expression, language development, content 2457 

knowledge, and foundational skills).  2458 

It is beyond the scope of a curriculum framework to provide guidance on meeting 2459 

the learning needs of every student because each student comes to teachers with unique 2460 

needs, histories, and circumstances. Teachers need to know their students well through 2461 

appropriate assessment practices and other methods in order to design effective 2462 

instruction for them and adapt and refine instruction as appropriate for individual learners. 2463 

For example, a teacher might anticipate before a lesson is taught—or observe during a 2464 

lesson—that a student or a group of students will need some additional or more intensive 2465 

instruction in a particular area. Based on this evaluation of student needs, the teacher 2466 

might provide individual or small group instruction or adapt the main lesson in particular 2467 

ways. Information about meeting the needs of diverse learners, scaffolding, and modifying 2468 

or adapting instruction is provided in Chapters 2 and 9. Importantly, students will not 2469 

receive the excellent education called for in this framework without genuine collaborations 2470 

among those responsible for educating California’ children and youth. (See Figure 6.1922). 2471 

Seventh grade students are in the midst of their early adolescence, and their 2472 

desire for novelty and human connection has made the year exciting and challenging. 2473 

They have examined inspiring literature, explored ancient worlds in history, and 2474 

exercised their intellects in many disciplines. Looking to the last year of middle school, 2475 

they are ready to engage with new ideas and build new knowledge. May they receive 2476 

the encouragement and support to succeed. 2477 

 2478 

Figure 6.1922. Collaboration 2479 

Collaboration: A Necessity 
Frequent and meaningful collaboration with colleagues and parents/families is critical for ensuring 

that all students meet the expectations of the CA CCSS for ELA/Literacy and the CA ELD Standards. 

Teachers are at their best when they regularly collaborate with their teaching colleagues to plan 

instruction, analyze student work, discuss student progress, integrate new learning into their practice, and 

refine lessons or identify interventions when students experience difficulties. Students are at their best 

when teachers enlist their collaboration and that of parents and families as partners in their student’s 
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education. Schools are at their best when educators are supported by administrators and other support 

staff to implement the type of instruction called for in this framework. School districts are at their best 

when teachers across the district have an expanded professional learning community they can rely upon 

as thoughtful partners and for tangible instructional resources. More information about these types of 

collaboration can be found in Chapter 11 and throughout this framework. 

 

2480 
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Grade Eight 2481 
 2482 

Eighth graders are in their last year of junior high school or middle school and 2483 

need to be prepared during this year to meet the rigors of a high school program 2484 

designed to help them achieve readiness for college, career, and civic life; attain the 2485 

capacities of a literate individual; become broadly literate; and develop 21st century 2486 

skills. They continue to engage with ideas, concepts, knowledge, and stories in 2487 

literature and informational text both in what they read in school and independently. In 2488 

eighth grade, students continue to engage with the standards for Literacy in 2489 

History/Social Studies, Science and Technical Subjects, strengthening development of 2490 

reading and writing skills not just in language arts, but across the content areas. Eighth 2491 

graders who are entering school as English learners, or who have been in U.S. schools 2492 

since the elementary years but are still designated as English learners, need particular 2493 

attention, as their English language and literacy abilities—especially in academic 2494 

English—must improve in an accelerated time frame in order for them to be prepared 2495 

for the rigors of high school in one year. 2496 

This grade-level section provides an overview of the key themes of ELA/Literacy 2497 

and ELD instruction in grade eight. It offers guidance for ensuring English learners have 2498 

access to ELA and content instruction, including integrated and designated ELD 2499 

instruction. Snapshots and vignettes bring several of the concepts to life. The section 2500 

concludes with listings of the California’s CCSS for ELA/Literacy and CA ELD 2501 

Standards for the grade level. 2502 

Key Themes of ELA/Literacy and ELD Instruction in Grade Eight 2503 

In this section, the key themes of ELA/Literacy and ELD instruction are discussed 2504 

as they apply to grade eight. These include meaning making, language development, 2505 

effective expression, content knowledge, and foundational skills. See Figure 2506 

6.2023. These themes are largely overlapping and consistent with the call for the 2507 

integration of reading, writing, speaking and listening, and language in the CA CCSS for 2508 

ELA Literacy and the CA ELD Standards. Inextricably linked to every area of the 2509 

curriculum, the two sets of standards promote an interdisciplinary approach. Each of the 2510 

snapshots for grade eight that follow is presented in connection with a theme; however, 2511 
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many snapshots illustrate several themes. The two vignettes at the end of the section 2512 

for grade eight depict integrated ELA and ELD instruction and designated ELD 2513 

instruction based on the same topic and/or readings. 2514 

 2515 

Figure 6.2023. Goals, Context, and Themes of the CA CCSS for ELA/Literacy and the 2516 

CA ELD Standards 2517 

 2518 

 2519 

Meaning Making  2520 

In grade eight, the level of rigor and text 2521 

complexity continues to increase from earlier grades 2522 

as students also increase in their ability to generate 2523 

meaningful analysis and demonstrate understanding.. 2524 

Eighth graders make meaning by analyzing and 2525 

presenting relationships and connections among ideas 2526 

and information in reading, writing, and speaking. 2527 

Specifically they analyze the relationship of a theme to 2528 

characters, setting, and plot (RL.8.2) and analyze how a text makes connections among 2529 

and distinctions between individuals, ideas, or events (RI.8.3). They delineate and 2530 
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evaluate arguments and claims in a text (RI.8.8) and distinguish the claims they make in 2531 

their own writing from alternate or opposing claims (W.8.1a). They explore and present 2532 

relationships among experiences, events, information, and ideas as they write (W.8.3c, 2533 

W.8.6) and pose questions during discussions that connect the ideas of several 2534 

speakers (SL.8.1c).  2535 

As in previous grades, students engage in meaning making as they read closely 2536 

to understand what a text says explicitly and to draw inferences from a text. Developing 2537 

summaries, students sort through the ideas of a text to identify those that are central, 2538 

distilling their understandings to the essence of a piece. For example, teachers might 2539 

employ the activity, This Is About/This Is Really About, for this purpose. This activity 2540 

guides students to be more precise when writing summaries because it leads them to 2541 

infer the main idea when it refers to an unstated theme or big idea.  2542 

 2543 

Figure 6.2124. Grade Eight, ELA Class: Procedure for Identifying Main Ideas and 2544 

Developing a Summary 2545 

This Is About/This Is Really About  
 

PURPOSE:  

Students work in the whole class, individually, and in groups to identify main ideas and use them to 

synthesize or infer a summary. 

PROCEDURE: 

• Ask students to silently read a passage and be ready to “tell what the passage is about.” 

• Record all student ideas, details and main ideas alike. 

• Have the class compare the ideas on the list to distinguish main ideas and details. Highlight those 

identified as main ideas. Some texts may require you to prompt students to make inferences 

about what the main idea may be. 

• Have students individually decide which statements from the list capture all or part of the main 

idea. 

• Have students work in pairs or trios to compare their ideas and agree on which to include or 

synthesize. 

• Record groups’ ideas and facilitate another class discussion about why some ideas are or are not 

main ideas. Edit the list accordingly. 

• Depending on the affordances of the text, challenge students to capture big ideas or themes by 

continuing to ask, “This is about that, but what is it really about?” 
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• Have students return to their groups and write a summary of the passage. 
Using the procedure described above for synthesizing main ideas into a summary, students reading the 

young adult novel Julie and the Wolves, by Jean Craighead George, might come up with ideas like those 

that follow. 

PROCESS: 

1. List, winnow, and combine their most important ideas. 

2. Step back to decide what those ideas are really about. 

3. Write a summary that incorporates the text’s big ideas and most salient details. 

CLASS LIST: 

Chapter 1 is about… 

• a girl who runs away. 

• a girl who is lost in the tundra. 

• an Eskimo girl. 

• a girl who tries to escape a traditional arranged marriage. 

• surviving the elements in an Alaskan winter. 

• a girl who is unhappy about decisions being made for her. 

GROUP WORK: 

Chapter 1 is about… 

• a girl who runs away and is lost on the Alaskan tundra over a winter. 

• an Eskimo girl who tries to escape a traditional arranged marriage. 

Chapter 1 is really about… 

• a girl struggling with cultural identify 

• a girl learning to confront difficult choices. 

• a girl struggling with gender roles. 

SUMMARY OF CHAPTER 1 

Julie is a girl of Eskimo ancestry who is learning to confront difficult cultural choices. To avoid the 

Eskimos tradition of an arranged marriage, she runs away into the vast Alaskan tundra. 

Related CA CCSS for ELA/Literacy: RL.8.2; RI.8.2; W.8.5; SL.8.1 

Schoenbach, Greenleaf and Murphy 2012, p.222 2546 

 2547 

Language Development  2548 

As noted in the overview of this chapter, 2549 

academic language spans all areas of ELA and ELD: 2550 

reading, writing, speaking, and listening. Knowledge of 2551 

academic language is crucial for understanding written 2552 
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texts, lectures, and multimedia presentations as well as well as producing written texts 2553 

and oral presentations. Thus, elements of academic language are addressed in the 2554 

sections on meaning making, effective expression, and content knowledge for each 2555 

grade. Students in grade eight are expected to read and write more complex literary and 2556 

informational texts, expanding their content-area knowledge and actively developing 2557 

their academic vocabulary in disciplines such as history, science, and other subjects. 2558 

They make meaning of words and phrases that may be similar but hold different 2559 

meanings depending upon the academic context. Students in grade eight are expected 2560 

to understand and use sentence patterns and verbs in active and passive voice and the 2561 

conditional and subjunctive mood to achieve particular effects in listening, speaking, 2562 

reading, and writing (L.8.3a).  2563 

An example of a classroom activity that builds metalinguistic awareness of 2564 

language and its conventions follows in Figure 6.2225. 2565 

 2566 

Figure 6.2225. Sentence Detective Practice 2567 

Procedure: 

1. Invite students to nominate a sentence or passage that is confusing for reasons other than 

vocabulary, in particular. 

2. On a display that all can see, write the sentence(s) and alternate with students identifying punctuation 

transition words, other signal words, and referents that are a source of confusion or illumination.  

3. Facilitate discussion of students’ metacognitive and metalinguistic deductions.  

4. Give partners an opportunity to continue to practice being sentence detectives.  

5. Bring the class back together to discuss students’ ideas.  

Sample text: Preamble to the Declaration of Independence 

We hold these truths to be self evident, that all men are created equal, that they are endowed by their 

Creator with certain unalienable Rights, that among these are Life, Liberty and the pursuit of Happiness.  

(Schoenbach, Greenleaf and Murphy 2012, 272) 
 2568 

In Snapshot 6.9, students examine the vocabulary and syntax of a text as they 2569 

consider issues of cyberbullying.  2570 
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Snapshot 6.9  ELA Integrated with Literacy, Civic Learning: 
Developing and Defending an Argument 

Developing and Defending an Argument:  
Should our democracy allow schools to punish students for off-campus cyberbullying?  

Reading: Deliberating in Democracy website: http://www.did.deliberating.org/lessons/cyberbullying.html 

Teacher At the beginning of class one day, Ms. Okonjo asks her students the following question, 

which she has also posted on the smartboard: 

Should our democracy allow schools to punish students for off-campus cyberbullying?  

She has her students briefly discuss their initial reactions to the question in their table groups and 

explains that today, they will read an article on cyberbullying that includes an argument in favor and an 

argument against allowing schools to punish students for off-campus cyberbullying.  

Ms. Okonjo writes the three key words from the titlequestion: “democracy,” “off-campus” and 

“cyberbullying” on the board, and have and asks the students discuss in their table groups what they 

know about each of these terms and to then jot down a list of words associated with each termbrainstorm 

definitions of each term. Teacher After asking a few students to report out on what their groups 

generated, she lets students knowacknowledges students’ understandings and tells them that they’re 

going to learn more about the terms in an article they’ll read these are the topics for the article. 

First, Ms. Okonjo asks the sStudents work to read the short article individually, reading through 

the article once. They and to circle any vocabulary words or phrases that need definitionare unclear to 

them. She also asks the sStudents to place a question mark next to longer passages that need 

clarification. Afterwards, she asks the students to work together at their tables to see if they can clarify 

any of the terms and ideas together. Next, with the whole class, she guides the students and teacherto 

create a vocabulary list of terms that are still unclear with definitions on the boardexplanations of the 

terms, which a student records using an online collaborative document program (projected on the 

document camera so that all of the students can see). Students will be able to refer to this online term 

bank later and will also be able to collectively refine the explanations over time.remains there for the 

duration of the lesson.  

Together, the class deconstructsy also clarify any a few complicated sentences, selected by the 

students, in order to disentangle thefor meanings in the sentences. For example, the students 

deconstruct the first sentence: 

“Although schools have a duty to protect the safety and well-being of their students, much of this 

“cyberbullying” takes place off-campus, outside of school hours. 

 

Structure: Type of Clause? 
How I know? 

Text Excerpt: Broken Into 
Clauses 
 

Meaning: What it means in my 
own words. 

Dependent. It starts with 

although, so it depends on the 

Although schools have a duty to 

protect the safety and well-being 

Schools are supposed to must 

take care of their students, to be 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 

http://www.did.deliberating.org/lessons/cyberbullying.html


May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 150 of 196 

other part of the sentence  

 

of their students sure that they are healthy and 

don’t get hurt.. 

But … 

The word “although” lets us 

know that cyberbullying might 

still be happening. 

Independent, even if I take the 

other part of the sentence away 

it is still a complete sentence. 

much of this “cyberbullying” 

takes place off-campus, outside 

of school hours. 

 

Students use texting, Facebook, 

and other technology to send 

most messages that hurt 

students’ feelingsbully others, 

but they do it afterschool or at 

home. 

So, cyberbullying is still 

happening. 

 

The class deconstructs additional complicated sentences as needed. Teacher then has students 

go back through the article, and underline what they think are important facts or ideas in the article. (Can 

be done as homework). 

Teacher Ms. Okonjo then divides students into three or more groups and students review the 

reading together to develop a common understanding of the article.asks the students to go back into the 

text and to work in their table groups to  They determine the three most important facts and/or interesting 

ideas identify the arguments for and the arguments against cyberbullying. She tells them to take turns 

reading the paragraphs and to discuss whether there are any arguments for or against in them. She also 

tells them that they must come to a consensus on these statements and that each group member must 

write the same thing in their note-taking sheet. and write them below.This, she reminds them, requires 

them to discuss their ideas extensively first so that they can be concise and precise when they record 

their ideas in their notes. Ms. Okonjo provides a note-taking guide for students to record their evidence. 

 

Should our democracy allow schools to punish students for off-campus cyberbullying? 

Reasons and Evidence For 

 

Reasons and Evidence Against 

 

As the students work in their groups, Ms. Okonjo circulates around the room so that she can 

listen in on the conversations, answer questions, provide “just-in-time” scaffolding, and observe how the 

students are working together in general.  

 

1) ______________________________________________________ 
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2) ______________________________________________________ 

 

3) ______________________________________________________ 

 

After a sufficient amount of time has passed so that all students have found examples for and 

against punishing students for off-campus cyberbullying, Ms. Okonjo Teacher then focuses the students 

again on the Deliberation Question: Should our democracy allow schools to punish students for off-

campus cyberbullying? and explains that the students will be assigned to one of two teams: Team A, 

which will be in favor of punishment, and Team B, which will be against punishment. 

The teacher divides each group into two teams, Team A and Team B, and explains that 

eachEach team will beis responsible for selecting the most compelling reasons and evidence for its 

assigned position. After assigning the teams, she provides time for Both the students toteams should 

reread the reading article and identify the most compelling reasons to support the Deliberation Question 

from their assigned perspective, along with powerful quotes to enhance these reasons. To ensure 

maximum participation, the teachershe asks everyone on the team to prepare to present at least one 

reason. 

 

Should our democracy allow schools to punish students for off-campus cyberbullying? 

Reasons and Evidence For 

 

Reasons and Evidence Against 

 

As eEach team presents their most compelling arguments to their group,.the The other team 

listens and records notes. In addition,; the team that is listeningy can ask questions if they don’t 

understand, but they cannot argue. To ensure understanding, the teams then switch roles, and select the 

other team’s most compelling reasons. Then they add at least one additional reason for their role. Finally 

the teacherMs. Okonjo explains asks students that students now dropto move from their assigned team 

roles their roles and deliberate the question as a group, using their notes. After, eEach student selects the 

position with which he or she now agrees and writes a brief paragraph to explain why, using evidence 

from the text to support their position. Remind the class of the question. In deliberating, students can (1) 

use evidence from the text and (2) offer their personal experiences as they formulate opinions regarding 

the issue.  

Following the class discussionOn another day, the students write co-construct a letter to their 

principal, the school board, and/or their local newspaperschool board to express their various opinions, 

using the compelling reasons  they identified, evidence from the text, and any personal experiences they 

have had to support their position. 

CA CCSS for ELA/Literacy: RI.8.1-2,6,8-9; W.8.1; SL.8.1,3  
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Effective Expression 2571 

Students who have achieved the 2572 

standards in the previous grades demonstrate 2573 

the ability to express themselves in writing, 2574 

discussing, and presenting, and they 2575 

demonstrate considerable command of 2576 

language conventions. Expectations and 2577 

examples of instruction for grade eight in 2578 

effective expression are discussed in the 2579 

following sections. 2580 

Writing 2581 

In grade eight, expectations for students’ writing content, skills, and strategies 2582 

build on those in grade seven while expanding in subtle ways. Students continue to 2583 

write three different text types for particular purposes and to conduct research, while 2584 

expanding their abilities in key ways. For example, eighth graders continue to write 2585 

arguments and support claims but now distinguish them from alternate or opposing 2586 

claims and use words, phrases, and clauses to clarify relationships among 2587 

counterclaims in addition claims, reasons, and evidence (W.8.1). They continue to write 2588 

informative/explanatory texts, now including career development documents, to 2589 

examine a topic and use appropriate and varied transitions to create cohesion (W.8.2). 2590 

They also continue to write narratives to develop real or imagined experiences or events 2591 

and their use of transition words, phrases and clauses shows the relationship among 2592 

experiences and events (W.8.3). 2593 

In addition, eighth graders are expected to conduct research and produce written 2594 

products with increasing independence and attention to audience, purpose, and citation 2595 

of sources. Specifically, they are expected to use technology and the Internet to present 2596 

the relationships between information and ideas efficiently (W.8.6) and continue to 2597 

conduct short research projects to answer a question, now generating additional 2598 

related, focused questions that allow for multiple avenues of exploration (W.8.7). 2599 

Students continue to write for many purposes and time frames and use a recursive 2600 
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process to plan, compose, revise, and edit their writing. Examples of these include the 2601 

following: 2602 

• Writing an argument in response to a prompt in a 30-minute time frame (e.g., as 2603 

a formative assessment before beginning a unit on argumentative writing, or as a 2604 

stand-alone assessment of on-demand writing) 2605 

• Writing two accounts of an experience in gathering research, over a one-or two-2606 

day period: one a narrative account for a peer-group audience, the other an 2607 

informative essay for an adult, academic audience 2608 

• Writing a variety of texts for a semester-long research project, including 2609 

summaries of resources, text accompanying multimedia support, and an 2610 

explanatory essay 2611 

• Writing an in-class response to literature (one or more readings, e.g., a short 2612 

story and a poem), followed by a homework assignment to write a creative 2613 

narrative piece on the same theme. 2614 

The speaking and listening standards for eighth grade require students to 2615 

actively engage in discussions, make oral presentations, and provide explanations of 2616 

materials they have read. In the eighth grade students are expected to contribute 2617 

actively to class discussions, ask questions, respond to classmates, and give 2618 

constructive feedback. Content knowledge is to be demonstrated through a variety of 2619 

means including oral presentations, writing, discussions, and multimedia. Effective 2620 

expression is also a key component of the CA ELD Standards for eighth grade as 2621 

students are asked to interact in meaningful ways, including “exchanging information 2622 

and ideas with others through collaborative discussions on a range of social and 2623 

academic topics, offering and justifying opinions, negotiating with and persuading others 2624 

in communicative exchanges, and listening actively to spoken English in a range of 2625 

social and academic context.” 2626 

Figure 6.23 26 presents a sample informative/explanatory essay written by an 2627 

eighth grader on the topic of the book The Old man and the Sea. It is followed by an 2628 

annotation that analyzes the piece according to the standard (W.8.2). (See the grades 2629 

six and seven sections for narrative and argument writing samples).  2630 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 154 of 196 

Figure 6.2326. Grade Eight Writing Sample 2631 

Student Sample: Grade Eight, Informative/Explanatory 
This analysis of a work of literature was completed as a homework assignment for an English class. 

The Old Man and the Sea 
In the book The Old Man and the Sea, Ernest Hemingway tells the story of an old Cuban 

fisherman named Santiago who, considered by the villagers to be the worst type of unlucky, is still 

determined to win a battle against a giant Marlin off the coast of Cuba. Santiago succeeds, but his 

successes do not come without great hardship and struggle. He spends three days being dragged in his 

skiff by the enormous marlin with minimal food and water, all the while enduring acute physical pain, 

tiredness, and an unending loneliness due to the absence of his young friend, Manolin. It is only after 

Santiago’s prize fish is completely devoured by sharks that he returns home to the village scorners and 

the safety of Manolin’s trust. As his suffering and loss compound, we can see that Hemingway’s quote “a 

man can be destroyed but not defeated” offers a key insight into Santiago’s life. 

As the story begins, we learn that Santiago has gone eighty-four days straight without catching a 

fish. Young Manolin’s parents will no longer allow the two to fish together, for they do not want their son 

being exposed any more to this type of failure. Santiago and Manolin are deeply saddened by this news, 

but Santiago does not let the loss of his friend or the defeat that others see him suffering keep him off the 

sea. Rather, with bright and shining eyes he thinks “maybe today. Every day is a new day” (pg. 32), and 

prepares to catch the biggest fish of his life. This shows that even though almost all of Santiago’s 

acquaintances feel that his fishing career is over, he sees it about to reach its all time high. Though he 

knows he is physically older and weaker than most of his fellow fisherman, he refuses to let their opinions 

and stereotypes destroy his confidence and determination. 

As the story progresses, Hemingway presents an even more vivid picture of Santiago refusing to 

be destroyed by the forces that threaten to defeat him. Even after he accomplishes the difficult task of 

hooking the giant Marlin, he finds his skiff being dragged by the fish for over two days. Living in the small 

boat is no easy task for Santiago, and soon injury and suffering seem to take over his entire body. His 

back is sore from sitting so long against the stiff wood, his face is cut from fishing hooks, his shoulders 

ache, and his eyes have trouble focusing. Most difficult to endure though is the terrible condition in which 

he finds his hands. The left one is weakened from a period of being tightly cramped, and both are 

extremely mutilated from the burn of the moving fishing line. It would have been so much easier for 

Santiago to simply give up and release the fish, yet he knows that if he endures a little longer, victory will 

be his. Even when it seems he has no effort left, Santiago promises himself “I’ll try it again.” (pg. 93) This 

is Santiago’s real inner determination coming through. He has encountered so many obstacles during the 

past few days, yet he will not let them defeat his dream of killing the fish. There is no outside force 

promising a splendid reward if he succeeds, only those that threaten to ridicule him if he is destroyed. 

Santiago is working solely on his own desire to fulfill his dream and prove to himself that, although his 

struggles may cost him his life, he can accomplish even the seemingly impossible.  
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After three long days and nights, Santiago’s determination pays off, and at last he manages to 

catch and kill the Marlin. It is only a very short time that he has to relish in his triumph though, for a few 

hours later vicious sharks begin to destroy the carcass of the great fish. For hours, Santiago manages to 

ward them off, but this time it is not he who wins the final battle. Spirits low and pain at an all time high, 

Santiago returns to the village, towing behind him only the bare skeleton of a treasure that once was. It 

seems as though Santiago is ready to just curl up and die, and indeed he has reason to feel this way. Yet 

as he rests alone and talk with Manolin, we see a hint of Santiago’s determination, that has characterized 

his personality throughout the entire story, begin to shine through. Upon reaching home, he begins to 

make plans with Manolin about future adventures they will have together. Hemingway tells us that 

Santiago, in his youth, had loved to watch the majestic lions along his home on a white sand beach in 

Africa, and he still returns to those dreams when searching for contentment. That night, as Santiago drifts 

off to sleep, Hemingway tells that he was indeed “dreaming about the lions.” (pg. 127) This is perhaps the 

truest test of how much courage and determination a person has. If even when they have suffered the 

biggest defeat of their life, they are able to look to the future and realize the wonderful things they still 

posses. Though the forces of nature and time destroyed Santiago’s prize fish, he refuses to let that fact 

ruin the rest of his life. No one can take away his love for Manolin or memories of what once was, and 

because of this, no one can ever truly defeat Santiago. 

In conclusion, throughout the entire story The Old Man and the Sea, Santiago refuses to 

surrender to the forces working against him. He ignores the comments of those who think he is unlucky, 

endures great physical pain, and rises up from the depths of sorrow over the lost Marlin to find happiness 

in what he does possess. Hemingway’s quote “a man can be destroyed but not defeated” truly does 

display the amount of determination that Santiago shows throughout his life. 

Annotation 
The writer of this piece accomplishes the following: 

• Introduces the topic clearly, previewing what is to follow 
o The writer provides a brief summary of the plot in the introduction and then uses a 

quotation to advance the thesis of the essay and preview what is to follow: As his 

suffering and loss compound, we can see that Hemingway’s quote “a man can be 

destroyed but not defeated” offers a key insight into Santiago’s life. 

• Organizes ideas, concepts, and information into broader categories 
o Two key elements of the quotation (destroyed but not defeated) help establish the overall 

structure of the piece. 

o The second, third, and fourth paragraphs each recount extended examples of Santiago’s 

struggle and determination (e.g., . . . Santiago has gone eighty-four days straight without 

catching a fish. Young Manolin’s parents will no longer allow the two to fish together, for 

they do not want their son being exposed any more to this type of failure . . . but Santiago 

does not let the loss of his friend or the defeat that others see him suffering keep him off 
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the sea. Rather, with bright and shining eyes he thinks “maybe today. Every day is a new 

day”. . .). 

• Develops the topic with relevant, well-chosen facts, definitions, concrete details, 
quotations, or other information and examples 

o Concrete details: . . . eighty-four days straight without catching a fish . . . [hands] 

extremely mutilated from the burn of the moving fishing line . . . towing behind him only 

the bare skeleton of a treasure that once was. 

o Quotations: That night, as Santiago drifts off to sleep, Hemingway tells that he was 

indeed “dreaming about the lions.” (pg. 127) 

o Examples: . . . injury and suffering . . . His back is sore . . . his face is cut . . . his 

shoulders ache . . . 

• Uses appropriate and varied transitions to create cohesion and clarify the relationships 
among ideas and concepts 

o As his suffering and loss compound . . . As the story progresses . . . Even after . . . After 

three long days and nights . . . In conclusion, throughout the entire story The Old Man 

and the Sea . . . 

• Uses precise language to inform about or explain the topic 
o . . . minimal food and water . . . acute physical pain . . . eighty-four days straight without 

catching a fish . . . only the bare skeleton . . . 

• Establishes and maintains a formal style 
o In the book The Old Man and the Sea, Ernest Hemingway tells the story of an old Cuban 

fisherman named Santiago who, considered by the villagers to be the worst type of 

unlucky, is still determined to win a battle against a giant Marlin off the coast of Cuba. 

o As the story begins, we learn . . . In conclusion . . . 

• Provides a concluding section that follows from and supports the information or 
explanation presented (and returns to the quotation used in the thesis statement) 

o In conclusion, throughout the entire story The Old Man and the Sea, Santiago refuses to 

surrender to the forces working against him. He ignores the comments of those who think 

he is unlucky, endures great physical pain, and rises up from the depths of sorrow over 

the lost Marlin to find happiness in what he does possess. Hemingway’s quote “a man 

can be destroyed but not defeated” truly does display the amount of determination that 

Santiago shows throughout his life. 

• Demonstrates good command of the conventions of standard written English (with 
occasional errors that do not interfere materially with the underlying message) 

(NGA/CCSSO, Appendix C, 49-51) 

 2632 
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 Discussing 2633 

 Students in grade eight continue to engage in collaborative discussions with 2634 

partners and in small groups and in teacher-led discussions with the entire class. 2635 

Students now pose questions that connect the ideas of several speakers. They also 2636 

qualify or justify their views when warranted in light of evidence presented.  2637 

When teaching students to engage in metacognitive conversations with a piece 2638 

of text, it is helpful to model talking to the text before having students work in pairs to 2639 

practice. Learning to annotate a text with their thinking and sharing their annotations 2640 

and strategies with their classmates provides an opportunity to engage in problem 2641 

solving. Use of strategies such as Socratic seminar (Filkin 2013) invite student inquiry 2642 

and deeper understanding of a text by requiring students to read, understand, and 2643 

engage in discussion by continually referring to evidence from the text to support their 2644 

points in conversation. Students respond to open-ended questions from the leader and 2645 

listen carefully to peers, thinking critically about the questions and pull together 2646 

evidence and articulate their own responses to the questions posed and respond to the 2647 

comments of others in the seminar. 2648 

In Snapshot 6.10, two teachers plan and co-teach a lesson on Frederick 2649 

Douglass. They help their students analyze the language of the text in preparation for a 2650 

class discussion about Frederick Douglass and abolition of slavery. 2651 

 2652 

Snapshot 6.10  Designated ELD Connected to History/Social Science in Grade Eight 

In history class, students are learning about the origins of slavery in the U.S., its consequences, 

and its abolition. They learn how Frederick Douglass, an African-American writer and political activist who 

was born a slave in 1818, escaped to freedom and began to promote the anti-slavery cause in the 

nineteenth century. Throughout the 1840’s and 1850s he traveled across the north delivering abolitionist 

lectures, writing anti-slavery articles, and publishing his autobiography about his time in slavery and in 

freedom.  

In 1855, Douglass gave a speech to the Rochester Ladies’ Anti-Slavery Society. Mrs. Wilson, the 

history teacher, has carefully excerpted significant selections from Douglass’ speech as well as other 

relevant primary sources in order to help her students understand the abolitionist argument in the years 

leading up to the Civil War and to answer the following focus question: Why did Frederick Douglass 
believe the United States should abolish slavery? Mr. Gato, the school’s ELD specialist, has 

consulted with Mrs. Wilson to help students understand Douglass’ writing, which contains challenging 
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vocabulary, complicated organization, and abstraction, such as the following quote from Douglass’ 

speech in Rochester: 

The slave is bound to mankind, by the powerful and inextricable network of human brotherhood. 

His voice is the voice of a man, and his cry is the cry of a man in distress, and a man must cease 

to be a man before he can become insensible to that cry. It is the righteousness of the cause—

the humanity of the cause—which constitutes its potency. 

For designated ELD time, recognizing that their EL students, who are all at the Bridging level of 

English language proficiency, need support in understanding this complex language in order to develop 

sophisticated understandings of the content, Mrs. Wilson and Mr. Gato collaboratively design lessons to 

meet these needs. They also recognize that the other students in the history class, many of whom are 

former ELs and Standard English learners, would benefit from strategic attention to language analysis.  

The teachers decide to co-teach a series of designated ELD lessons to the whole class. They first 

distribute copies of the quoted passage to the class, and read the excerpt out loud, with students 

following along on their copies.  

Next, Mr. Gato asks the students to work in pairs to identify words or phrases in the short 

passage that are unfamiliar, abstract, or confusing. He has anticipated what some of these words will be 

(e.g., “inextricable,” “potency”) and has prepared student friendly explanations in advance. After about a 

minute, he pulls the class together, charts the words the class identified, and offers brief explanations, 

which the students note in the margins of their copies. Since some of the words are cognates in Spanish, 

and many of the students are bilingual in Spanish and English, he calls students’ attention to those words 

and provides the cognate in Spanish. He also clarifies that the male pronouns “man” and “men” in the 

excerpt are meant to represent everyone, or all of humanity, and not just the male gender. 

Mrs. Wilson and Mr. Gato then guide the students through a detailed “sentence deconstruction” 

activity, where they model how to code words and phrases by how they function to make meaning in the 

sentences. In particular, students are encouraged to clearly identify words that serve as reference 

devices—substitutes and pronouns that refer to people, concepts, and events in other parts of the excerpt 

or in their previous discussions of the Antebellum era. After modeling and explaining how to conduct this 

type of analysis on a different chunk of text, the teachers ask the students to work in pairs to practice 

doing the same analysis on the excerpt from Douglass’s speech at Rochester. An example of the whole 

group debrief, following the pair work, is provided below: 

Text: Analysis – What do the bolded terms in the text 
refer to?: 

The slave is bound to  
mankind, by the powerful 
and inextricable network 
of human brotherhood. 

-men and women in slavery  
-all people, humanity 

His voice is the voice of  
a man, 

-the slave’s voice 
-all people, humanity 

and his cry is the cry of  
a man in distress, 

-the slave’s cry or call for help 
-“man” and “mankind” – all people, humanity in distress 

and a man must cease to -slave owners or people who support/don’t fight against 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 159 of 196 

be a man before he can 
become insensible to that 
cry 

slavery 
-the cry of the slave in distress, but also all people in 
distress 

It is the righteousness of 
the cause—the humanity 
of the cause— 

-linking the “righteousness” and “humanity” of “the 
cause” with how powerful it is (potency) 
-“the cause” is the abolition of slavery 
-the righteousness and humanity of “the cause” is what 
makes it or causes it to be powerful 

which constitutes its 
potency. 

-the power or potency of “the cause” (abolition of 
slavery) 

 

As Mr. Gato leads the class to complete the chart together, using the chart they completed in 

pairs, he also asks them to suggest where he should draw arrows to connect the referring words to their 

antecedents. Throughout this discussion, there is much negotiating as students grapple with the 

meanings in the text and with persuading their peers what the meanings are. Mr. Gato encourages this 

discussion about the text, and he prompts the students to provide evidence to support their ideas. In 

addition to unpacking the literal meanings in the excerpt, Mr. Gato asks the students to discuss in triads 

the following question: 

“Why did Douglass repeatedly use the word 'the man' to describe slave men and women?"   

After lively small group discussions and then a whole group debrief, students are encouraged to 

develop their own interpretations using evidence from the text as well as their previous study of the 

antebellum era to answer the question.  Some students believe that Douglass wanted to remind the white 

ruling class that men and women in bondage were human and hoped to connect the suffering of slaves to 

humanity’s struggles. Others suggest that Douglass was using the same rhetorical tool as the founding 

fathers, who often used the term, "man" to encompass everyone. Other students argue that since women 

did not have the same rights as men in 1855, Douglass focused his appeal on male citizens – those who 

could vote and make laws.  During the whole group discussion, Mrs. Wilson and Mr. Gato guide students, 

through posing probing questions, to fully grasp Douglass’ use of imagery (e.g., a man in distress, his cry) 

to persuade his listeners. The class then deconstructs other sections of the text in order to develop even 

more nuanced understandings of Douglass’ writing and ideas. After examining a few other excerpts from 

the speech, the teachers ask the students to discuss, first orally and then in writing, the focus question:  

Why did Frederick Douglass believe the United States should abolish slavery? 

Mr. Gato and Mrs. Wilson find that having students grapple both with basic comprehension of 

short excerpts and larger questions about Douglass’s intent and its relationship to our national history 

supports deeper understandings of specific texts and also provides them with methods for approaching 

other historical texts. 

 

Special thanks to Nancy McTygue  

CA ELD Standards (Bridging): ELD.PI.8.1,6a,8,11a; ELD.PII.8.2a 

CA CCSS for ELA/Literacy: RH.6-8.1,2,4,6,8-10 
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Related CA HSS Content Standards: 
8.7.2  Trace the origins and development of slavery; its effects on black Americans and on the region’s 

political, social, religious, economic, and cultural development; and identify the strategies that were tried 

to both overturned and preserve it (e.g., Through the writings and historical documents on Nat Turner, 

Denmark Vesey). 

8.9 Students analyze the early and study attempts to abolish slavery in to realize the ideals of the 

Declaration of Independence. 

 8.9.1 Describe the leaders of the movement (e.g., John Quincy Adams and his proposed 

constitutional amendment, John Brown and the armed resistance, Harriet Tubman and the 

Underground Railroad, Benjamin Franklin, Theodore Weld, William Lloyd Garrison, Frederick 

Douglass). 

Sources and Resources: 

• Vignette adapted from The California History-Social Science Project, University of California, 

Davis.   

• Primary Source: Douglass, Frederick. “The Anti-Slavery Movement.” Rochester Ladies’ Anti-

Slavery Society. Rochester, New York, 1855. Rochester, New York:  Lee, Mann and Co., 

Rochester, NY. Source:  Library of Congress, Manuscript / Mixed Material Division, 

http://www.loc.gov/item/mfd000384. 

 2653 

 2654 

Snapshot 6.10  Designated ELD Connected to History/Social Science in Grade Eight 

Frederick Douglass was an African-American writer and political activist in the nineteenth century. 

Born a slave in Maryland, in 1835 Douglass escaped to freedom and began to promote the anti-slavery 

cause. Throughout the 1840 and 1850s he traveled across the north delivering abolitionist lectures, 

writing anti-slavery articles, and publishing his autobiography about his time in slavery and in freedom.  

In 1855, Douglass gave a speech to the Rochester Ladies’ Anti-Slavery Society. Mrs. Wilson has 

carefully excerpted significant selections from Douglass’ speech as well as other relevant primary sources 

in order to help her students understand the abolitionist argument in the years leading up to the Civil War 

and to answer the following focus question: Why did Frederick Douglass believe the United States 
should abolish slavery? Mr. Gato has consulted with Mrs. Wilson to help students understand 

Douglass’ writing, which contains challenging vocabulary, complicated organization, and abstraction, 

such as the following quote from Douglass’ speech in Rochester: 

The slave is bound to mankind, by the powerful and inextricable network of human brotherhood. 

His voice is the voice of a man, and his cry is the cry of a man in distress, and a man must cease 

to be a man before he can become insensible to that cry. It is the righteousness of the cause—

the humanity of the cause—which constitutes its potency. 
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Mrs. Wilson and Mr. Gato first distribute copies of the quoted passage to the class, and read the 

excerpt out loud, with students following along on their written copy. Next, they focus their students’ 

attention on words that are likely unfamiliar, abstract, or confusing, such as inextricable and potency. 

Since some of the words are cognates in Spanish, they call students’ attention to the words and ask if 

they are familiar with them in Spanish. Students write definitions for the unfamiliar terms in the margins of 

the excerpt. After defining unfamiliar terms, students are then guided through a detailed sentence 

deconstruction activity, coding words by how they function to make meaning in the sentences. In 

particular, students are encouraged to clearly identify words that serve as reference devices—substitutes 

and pronouns that refer to people, concepts, and events in other parts of the excerpt or in their previous 

discussions of the Antebellum era. After deconstructing the text to ascertain a basicunderstanding of 

Douglass’ writing, Mrs. Wilson and Mr. Gato then lead a class discussion to make sure students fully 

grasp Douglass’ use of imagery to persuade and, after examining a couple of other excerpts can answer, 

first orally, and then in writing, the focus question: Why did Frederick Douglass believe the United 
States should abolish slavery? 
 

CA CCSS for ELA/Literacy: RH.6-8.1; RH.6-8.2; RH.6-8.4; RH.6-8.6; RH.6-8.8; RH.6-8.9; RH.6-8.10; 

WHST.6-8.1 

CA ELD Standards (Bridging): ELD.PI.1; ELD.PI.8.6; ELD.PI.8.10b; ELD.PII.8.2a; ELDPII.8.3 

Related California HSS Content Standards: 
8.7 Students analyze the divergent paths of the American people in the South from 1800 to the mid- 

1800s and the challenges they faced. 

8.7.2  Trace the origins and development of slavery; its effects on black Americans and on the region’s 

political, social, religious, economic, and cultural development; and identify the strategies that were tried 

to both overturned and preserve it (e.g., Through the writings and historical documents on Nat Turner, 

Denmark Vesey). 

 8.7.4 Compare the lives of and opportunities for free blacks in the North with those of free blacks 

in the South. 

8.9 Students analyze the early and study attempts to abolish slavery in to realize the ideals of the 

Declaration of Independence. 

 8.9.1 Describe the leaders of the movement (e.g., John Quincy Adams and his proposed 

constitutional amendment, John Brown and the armed resistance, Harriet Tubman and the 

Underground Railroad, Benjamin Franklin, Theodore Weld, William Lloyd Garrison, Frederick 

Douglass). 

 8.9.2  Discuss the abolition of slavery in early state constitutions. 

 8.9.4 Discuss the importance of the slavery issue as raised by the annexation of Texas and 

California’s admission to the union as a free state under the Compromise of 1850. 

 8.9.6  Describe the lives of free blacks and the laws that limited their freedom and economic 
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opportunities. 

Citations: 

• Vignette Source: The California History-Social Science Project, University of California, Davis.   

• Primary Source: Douglass, Frederick. “The Anti-Slavery Movement.” Rochester Ladies’ Anti-

Slavery Society. Rochester, New York, 1855. Rochester, New York:  Lee, Mann and Co., 

Rochester, NY. Source:  Library of Congress, Manuscript / Mixed Material Division, 

http://www.loc.gov/item/mfd000384. 

.  2655 

Presenting 2656 

Students in grade eight continue to present claims and findings in argument, 2657 

narrative, and response to literature presentations. Specifically in grade eight, students 2658 

plan and deliver a narrative that mirrors many of the qualities of writing narratives 2659 

(SL.8.4a). They integrate multimedia and visual displays into their presentations to 2660 

strengthen claims and evidence and add interest (SL.8.5). 2661 

 Using Language Conventions 2662 

As in prior grades, students in grade eight are expected to demonstrate 2663 

command of the conventions of standard English grammar and usage when writing or 2664 

speaking, and they are expected to demonstrate command of standard English 2665 

capitalization, punctuation, and spelling when writing. New to grade seven are the 2666 

following standards: 2667 

L.8.1a. Explain the function of verbals (gerunds, participles, infinitives) in general 2668 

and their function in particular sentences.  2669 

L.8.1b. Form and use verbs in the active and passive voice.  2670 

L.8.1c. Form and use verbs in the indicative, imperative, interrogative, 2671 

conditional, and subjunctive mood.  2672 

L.8.1d. Recognize and correct inappropriate shifts in verb voice and mood. 2673 

L.8.2a. Use punctuation (comma, ellipsis, dash) to indicate a pause or break. 2674 

L.8.2b. Use an ellipsis to indicate an omission.  2675 
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Content Knowledge 2676 

Reading literature and informational texts and 2677 

engaging in research in English language arts and 2678 

other subjects help students develop content 2679 

knowledge and develop understandings of the ways 2680 

in which reading and writing are employed across the 2681 

disciplines. Students in grade eight read and write 2682 

increasingly complex texts and engage in 2683 

independent reading programs. Snapshot 6.11 2684 

illustrates how teachers collaborate in the area of disciplinary literacy.  2685 

 2686 

Snapshot 6.11  Developing Disciplinary Literacy in Eighth Grade Science:  
Earth and Human Activity 

The eighth grade teaching team at Fred Korematsu Middle School has worked hard at 

collaborating across disciplines over the past several years. Initially, it was challenging for the teachers to 

find ways where they could each contribute to the team’s efforts as experts in particular areas, such as 

content knowledge, academic literacy development, and English language development. However, over 

the years, the team has strengthened its collaborative processes so that now, they engage in candid 

discussions about content, pedagogy, and approaches to teaching disciplinary literacy.  

In science, the teachers work together to support their students to develop deep content 

understandings, the disciplinary literacy knowledge and skills necessary to engage with their science 

texts, and the habits of mind to engage in learning as scientists. For example, the ELA, ELD, and science 

teachers recently worked together to develop a biography unit on various scientists. The students worked 

in small interest groups to read biographies of scientists of their choice and then collaboratively wrote a 

vignette of an important event in the scientist’s life. They also created a multi-media presentation based 

on the vignette, which they presented to their classmates.  

From the science teachers’ perspective, the ELA and ELD teachers have helped her to be more 

overt with her students as she facilitates discussions about the language in the science texts they read 

and write. From the ELA and ELD teachers’ perspective, the science teacher has helped them 

understand the core science principles and conceptual understandings that are important for students to 

understand, as well as insights into how scientists think. As the three teachers analyze and discuss the 

texts they use in their disciplines, as well as the type of writing they expect their students to do, they 

discover that each discipline has it’s own “culture” or ways of reading, writing, speaking, thinking, and 

reasoning. For example, they notice that arguments look different in ELA than they do in science or social 

studies and that these differences go beyond vocabulary knowledge. They make a plan to be more 
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explicit about the language used in arguments in general and also about differences that occur depending 

on content area. 

Currently, the teachers are collaborating on a unit where their students will research the effects of 

human activity on the health of world. Among the tasks the students will complete in the unit is an 

argument for how increases in human population and per-capita consumption of natural resources impact 

Earth's systems and people’s lives. The teachers work together to design meaningful and engaging tasks 

that will support all students to achieve the performance task. These tasks include overt attention to how 

arguments in science are constructed with much discussion about the language resources used. Some of 

the discussions are facilitated by one or another of the teachers in a whole class format, and some are 

conducted in small collaborative groups. Some of the tasks are facilitated in the science classroom, and 

some are facilitated in the ELA and ELD classrooms. Among the tasks the teachers engage their students 

in so that they gain deeper understandings about reading and writing arguments in science are the 

following: 

Reading and Writing Arguments in Science: Some Tasks 

• Reading many texts, viewing media, and multiple discussions to develop 

deep knowledge about the topic 

• Conducting collaborative research investigating the topic and gathering 

evidence in notebooks for possible use in written arguments and debates 

• Using “mentor” science argumentative texts to identify and discuss claims, 

position statements, counterarguments, supporting evidence, and 

persuasive language 

• Unpacking claims to determine what types of evidence and warrants are 

expected 

• Unpacking paragraphs and sentences in mentor science argumentative 

texts to identify language resources used and discuss why the writer used 

them 

• Weighing competing positions and discussing what makes arguments or 

counterarguments more credible 

• Identifying and discussing audiences (their beliefs, attitudes, and 

experiences) for particular arguments and how to convince them to accept 

different positions 

• Orally debating positions, using supporting evidence from research, to 

practice formulating claims and counterarguments, engage in rebuttals, and 

define partners’ claims in order to undermine them  

• Using templates to organize ideas and jointly construct short arguments for 

different audiences  

• Role playing to rehearse making arguments for intended audiences, 
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providing feedback to peers on language they use and evidence they 

present, and adjusting language and content, based on feedback received 

 

When the students write their arguments about earth and human activity, they do so 

collaboratively in interest groups, and they write for a peer audience, adopting an academic stance but 

envisioning a clear purpose for writing. That is, they attempt to persuade their peers to think a certain way 

(such as, climate change is affecting food supply) or do something (recycling to conserve natural 

resources) based on their sound arguments with credible and convincing evidence. Each group’s 

argument will be evaluated by two other groups, as well as the teacher, using a criteria document that the 

class generates over the course of the unit and as they learn more about what makes an effective 

science argument. 

As the unit progresses, the science, ELA, and ELD teachers meet frequently to discuss how the 

learning tasks are going and to make adjustments based on their observations of student discussions and 

writing tasks. At the end of the unit, they agree that the intensive approach to analyzing and discussing 

the content of arguments and the language writers use to construct arguments has supported their 

students to both understand the science arguments they read and to produce their own arguments. The 

combined activities have also supported them to take a more critical stance to reading and writing tasks in 

general. 

CA CCSS for ELA/Literacy: 
RI.8.1-3,5,8; W.8.1,7; SL.8.1,3,4,6; RST.8.1,5,8; WHST.8.1,7,9 

CA NGSS: 
MS-ESS3-4: Construct an argument supported by evidence for how increases in human population and 

per-capita consumption of natural resources impact Earth’s systems.   

Sources:  
Christie, Frances & Beverly Derewianka. (2008). School discourse: Learning to write across the years of 

schooling. London: Continuum. 

Fang, Zhihui. (2010). Language and literacy in inquiry-based science classrooms, grades 3–8. Thousand 

Oaks, CA: Corwin 

Newell, George E., Richard Beach, Jamie Smith, and Jennifer VanDerHeide (2011). Teaching and 

Learning Argumentative Reading and Writing: A Review of Research 46(3), 273-304. 

Resources: 
To find quality science trade books, visit the following sites: 

The American Association for the Advancement of Science (AAAS): AAAS/ 

Subaru SB&F Prize for Excellence in Science Books 

The National Science Teachers Association (NSTA): Outstanding Science Trade Books for Students K-12 

 2687 
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 Foundational Skills 2688 

Ideally by the time students enter grade eight, 2689 

their knowledge of foundational skills is well 2690 

established. They have a large base of sight words, 2691 

and they rapidly and effectively employ word 2692 

recognition skills to identify new printed words. 2693 

Fluency, which includes accuracy, rate, and prosody, 2694 

continues to develop as students engage in wide and 2695 

extensive reading. Rate of reading varies, however, 2696 

as it should, with the text and the task. Based on an extensive study of oral reading 2697 

fluency, Hasbrouck and Tindal (2006) recommend that students scoring more than 10 2698 

words below the 50th percentile receive additional instruction that targets fluency.  2699 

 2700 

Figure 6.X27. Mean oral reading rate of grade eight students 2701 

Percentile Fall WCPM* Winter WCPM* Spring WCPM* Avg. Weekly 
Improvement** 

90 

75 

185 

161 

199 

177 

199 

177 

0.4 

0.5 

50 133 151 151 0.6 

25 

10 

106 

 77 

124 

 97 

124 

 97 

0.6 

0.6 

*WCPM = Words Correct Per Minute **Average words per week growth 2702 

(Hasbrouck and Tindal 2006) 2703 

 2704 

Fluency rates must be cautiously interpreted with all students. See the discussion 2705 

of fluency in the overview of the span in this chapter and the section on supporting 2706 

students strategically. The primary way to support students’ fluency is to ensure 2707 

accuracy in decoding and engagement in wide, extensive reading of texts that are 2708 

neither too simple nor too challenging. In addition, students should have authentic 2709 

reasons to reread text because rereading also supports fluency.  2710 
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For information on teaching foundational skills to middle school students who 2711 

need it, see the overview of this chapter, especially the section on supporting students 2712 

strategically. See also Chapter 9, Equity and Access. 2713 

English Language Development in Grade Eight 2714 

ELs’ instructional program, including designated ELD, should reflect the 2715 

anticipated linguistic and academic challenges of the grade eight curriculum and 2716 

prepare them for these challenges. An intensive focus on language, in ways that build 2717 

into and from content instruction, supports students’ ability to use English effectively in a 2718 

range of disciplines, raises their awareness of how English works in those disciplines, 2719 

and enhances their understanding of content knowledge.  2720 

In content instruction with integrated ELD, all teachers with ELs in their 2721 

classrooms use the CA ELD Standards to augment the instruction they provide. English 2722 

learners at the emerging level of English language proficiency, particularly ELs who are 2723 

new to the U.S. and to English, are able to engage in the same cognitively and 2724 

linguistically demanding coursework as their non-EL peers. However, teachers need to 2725 

provide support to newcomer ELs that is responsive to their particular needs. For 2726 

example, to support ELs at the Emerging level to write an argument in history, teachers 2727 

would provide many opportunities for students to read and discuss texts that contain the 2728 

content needed to cite evidence in their arguments. Some of this reading can occur in 2729 

the students’ primary language, if possible, and reading in English should be 2730 

appropriately scaffolded to facilitate students’ ability to interpret the texts and engage in 2731 

meaningful conversations about them.  2732 

Teachers might also use some of these texts as mentor texts and explicitly show 2733 

the students how they are organized, specific information that is typically included in 2734 

arguments (e.g., evidence from credible sources), and particular language that is useful 2735 

for this text type (e.g., particular persuasive wording, modal verbs and adverbs for 2736 

tempering statements). Teachers might also provide sentence or paragraph frames for 2737 

students to use in their arguments and templates for writing that support them to 2738 

structure their texts appropriately. They might also provide bilingual dictionaries and 2739 

thesauruses so that students can include precise vocabulary and new grammatical 2740 

structures as they convey their knowledge of the topic.  2741 
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 Students at the Expanding and Bridging levels of English language proficiency 2742 

may not need all of these scaffolding techniques or such an intensive level of support. 2743 

As they progress in their understandings of English and their abilities to use English to 2744 

convey meanings, ELs abilities to write longer texts independently that meet the 2745 

expectations of particular text types will increase. However, all EL students will need 2746 

varying levels of scaffolding depending on the task, the text, and their familiarity with the 2747 

content and the language required to understand and discuss it. Figure 6.24 28 shows a 2748 

section of the CA ELD Standards that a teacher might use in tandem with the CA CCSS 2749 

for ELA/Literacy and other content standards to plan differentiated instructional support 2750 

for ELs based on their language proficiency and need for scaffolding. 2751 

  2752 

Figure 6.2428. Using the CA ELD Standards in Integrated ELD  2753 

English Language Development Continuum 

-------- Emerging ------------------------------- Expanding ------------------------------- Bridging --------------- 

11. Justifying/arguing 
a) Justify opinions by providing 

some textual evidence or 

relevant background knowledge 

with substantial support.  

 

 

b) Express attitude and opinions 

or temper statements with 

familiar modal expressions (e.g., 

can, may). 

 

11. Justifying/arguing 
a) Justify opinions or persuade 

others by providing relevant 

textual evidence or relevant 

background knowledge with 

moderate support.  

 

b) Express attitude and opinions 

or temper statements with a 

variety of familiar modal 

expressions (e.g., possibly/likely, 

could/would). 

11. Justifying/arguing 
a) Justify opinions or persuade 

others by providing detailed and 

relevant textual evidence or 

relevant background knowledge 

with light support.  

 

b) Express attitude and opinions 

or temper statements with 

nuanced modal expressions 

(e.g., potentially/ certainly/ 

absolutely, should/might). 

 2754 

Designated ELD is a protected time during the regular school day when qualified 2755 

teachers work with ELs. Students are grouped by similar English proficiency levels and 2756 

teachers focus on critical academic language the students need to develop in order to 2757 

be successful in academic subjects. Designated ELD time is an opportunity to focus on 2758 

and delve deeper into the linguistic resources of English that ELs must develop in order 2759 

to engage with and make meaning from content, express their understanding of content, 2760 
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and create new content in ways that meet the expectations of the CA CCSS for 2761 

ELA/Literacy and other content standards. Accordingly, the CA ELD Standards are the 2762 

primary standards used during this designated time. However, the content focus is 2763 

derived from ELA and other areas of the curriculum. For more detailed information on 2764 

integrated and designated ELD, see the grade span section of this chapter and Chapter 2765 

2. 2766 

ELA/Literacy and ELD in Action 2767 

The ELA and ELD vignettes below are intended to provide concrete illustrations 2768 

of how to implement the CA CCSS for ELA/Literacy and the CA ELD Standards in 2769 

tandem. The vignettes are useful resources for teachers to discuss and use as they 2770 

collaboratively plan lessons, extend their learning, and refine their practice. The 2771 

examples in the vignettes are not intended to be prescriptive, nor are the instructional 2772 

approaches limited to the content areas identified. Rather, they are provided here as 2773 

tangible ideas that can be used and adapted as needed in flexible ways in a variety of 2774 

instructional contexts.  2775 

Both the CA CCSS for ELA/Literacy and the CA ELD Standards acknowledge the 2776 

importance of reading complex texts closely and thoughtfully to derive meaning. In 2777 

addition, reading texts multiple times can reveal layered meanings that may not present 2778 

themselves during a single reading. In order to support their students to comprehend 2779 

specific complex texts, as well as to support their abilities to read closely in general, 2780 

teachers should prepare close reading lessons carefully and purposefully before 2781 

teaching. Teachers should select challenging and interesting texts that are worth 2782 

spending the time on reading and rereading. Teachers should read the texts ahead of 2783 

time in order to determine why the might be challenging for all students and for 2784 

particular students (including ELs and students with disabilities), and plan a sequence of 2785 

lessons that build students’ abilities to read the text with increasing understanding and 2786 

independence. This requires teachers to analyze the cognitive and linguistic demands 2787 

of the texts, including the sophistication of the ideas or content of the text, students’ 2788 

prior knowledge of the content, and the complexity of the vocabulary, sentences, and 2789 

organization of the text, not to mention the purpose for reading particular texts.  2790 

Draft ELA/ELD Framework for second public review May-June 2014 - June 19, 2014 Writers’ Version 



May-June 2014 Review Draft- Chart Attachment 1-Comment 1083        Chapter 6 Page 170 of 196 

During instruction, teachers should model how to read texts closely by thinking 2791 

aloud, highlighting the comprehension questions they ask themselves as they read and 2792 

the language, as well as ideas that stand out to them. Teachers should provide concrete 2793 

methods for students to read more analytically and guide them to frequently read 2794 

complex texts using these methods with appropriate levels of scaffolding. Seventh 2795 

graders need many opportunities to read a wide variety of complex texts and to discuss 2796 

the texts they read. 2797 

Importantly, for English learners, teachers should explicitly draw attention to text 2798 

structure and organization and to particular elements of language (e.g., complex 2799 

sentences, vocabulary) that serve as resources that help the author convey particular 2800 

meanings. Examples of language resources are text connectives, which create 2801 

cohesion (e.g., for example, suddenly, in the end); long noun phrases, which expand 2802 

and enrich the meaning of sentences (e.g., “the whole strange-familial world, glistening 2803 

white” [CCSS, Appendix B, p. 80]); and complex sentences, which combine ideas and 2804 

create relationships between them (e.g., “Now that we no longer belonged to the 2805 

Company, we somehow had to acquire a thousand dollars worth of property, a faraway 2806 

figure when you can only save nickels and dimes.” [CCSS, Appendix B, p. 80]). 2807 

Providing English learners with opportunities to discuss the language of the complex 2808 

texts they are reading enhances their comprehension of the texts while also developing 2809 

their awareness of how language is used to make meaning. 2810 

Lesson planning should look forward to unit and year-end goals and incorporate 2811 

the framing questions in Figure 6.X29. 2812 

 2813 

Figure 6.X 29 Framing Questions for Lesson Planning 2814 

Framing Questions for Lesson Planning 

Framing Questions for All Students Add for English Learners 

• What are the big ideas and culminating performance tasks of 

the larger unit of study, and how does this lesson build 

toward them? 

• What are the learning targets for this lesson, and what 

should students be able to do at the end of the lesson?  

• Which clusters of CA CCSS for ELA/Literacy does this 

• What are the English language 

proficiency levels of my students? 

• Which CA ELD Standards amplify 

the CA CCSS for ELA/Literacy at 

students’ English language 

proficiency levels? 
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lesson address?  

• What background knowledge, skills, and experiences do my 

students have related to this lesson? 

• How complex are the texts and tasks that I will use? 

• How will students make meaning, express themselves 

effectively, develop language, and learn content? How will 

they apply or learn foundational skills? 

• What types of scaffolding, accommodations, or modifications 

will individual students need to effectively engage in the 

lesson tasks? 

• How will my students and I monitor learning during and after 

the lesson, and how will that inform instruction? 

• What language might be new for 

students and/or present 

challenges? 

• How will students interact in 

meaningful ways and learn about 

how English works in 

collaborative, interpretive, and/or 

productive modes? 

 2815 

ELA with Integrated ELD 2816 

Vignette 6.5 illustrates how a teacher might implement the CA CCSS for 2817 

ELA/Literacy and the CA ELD Standards during ELA instruction where close reading is 2818 

the focus of instruction. Vignette 6.6 provides an example of how designated ELD can 2819 

build from and into the types of lessons outlined in the ELA vignette. 2820 

 2821 
Vignette 6.5 Integrated ELA and Social Studies Grade Eight 

Freedom of Speech: Analyzing Complex Texts Collaboratively 

Background:  
Mr. Franklin, an eighth grade English teacher, Ms. Austin, his social studies colleague, and Mrs. 

García, the school’s English language development specialist, frequently collaborate on interdisciplinary 

projects. Mrs. García frequently plans with the teachers and co-teaches some lessons in order to support 

the students who are ELs, most of whom are at the Bridging level of English language proficiency (ELP), 

as well as students who are newly reclassified as English Proficient (RFEP). Recently, the teachers 

decided to work together to address an issue that came up in their classes. The school’s principal had 

asked a student to change her t-shirt because, according to the principal, it displayed an inflammatory 

message.  Some students were upset by the principal’s decision and felt that their right to freedom of 

speech had been violated, citing the U.S. Constitution. Their position was that the t-shirt was an 

expression of their youth culture and that they had a right to display it.  

Eager to use this “teachable moment” to promote critical thinking, content understandings, and 

disciplinary literacy, the teachers worked collaboratively to create a series of lessons on the First 

Amendment so that their students would be better equipped to first determine whether or not their First 

Amendment rights had been violated and, if so, engage in civil discourse in order to, possibly, persuade 
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the principal to reconsider his decisions. While the teachers plan to discuss how the First Amendment 

establishes five key freedoms of expression for Americans - freedom of religion, freedom of speech, 

freedom of press, freedom to assemble peacefully, and freedom to petition the government – they will 

delve most deeply into that which seems to be most relevant to the students at the moment: freedom of 

speech. 

Lesson Context: 
The two-week long unit the teachers designed includes reading and discussing primary and 

secondary sources, viewing media, writing short texts, and engaging in a debate. The culminating writing 

task is a jointly constructed letter to the principal advocating for particular decisions and actions around 

student free speech, an idea that the teachers and principal generated as a purposeful application of 

student learning. Mr. Franklin and Ms. Austin have selected three documents for close reading and 

analysis.  

They agree that in her social studies class, Ms. Austin will review the events leading up to the 

writing of the Constitution and facilitate students’ reading of the First Amendment of the Bill of Rights. 

She’ll also engage them in learning about the role of the Supreme Court pertaining to cases related to the 

First Amendment. In English class, Mr. Franklin will facilitate students’ reading and discussion of four 

Supreme Court decisions: Tinker v. Des Moines Independent Community School District, Bethel School 

Dist. No. 403 v.  Fraser, Morse v. Frederick, and Hazelwood School District v. Kuhlmeyer. Each text is 

about one page long and is at a text complexity level suitable for students at this grade level. Mr. Franklin 

will guide students in a highly structured reading of Tinker v. Des Moines and then facilitate an “expert 

group jigsaw” for reading the three other cases. The close reading tasks, as well as additional research 

they will conduct, will prepare the students to engage in a classroom debate about the topic. 

The teachers’ goal is to support their students to begin to formulate a position about the rights 

and restrictions of free speech in public schools and convey this position through spoken and written 

language, using evidence to support their ideas. In preparation for the lessons, they themselves analyze 

the texts in order to clarify their understandings. Mrs. García helps them to identify language and 

concepts that may be particularly challenging for some of their EL students, as well as other culturally and 

linguistically diverse students. She also has an opportunity to learn more about the content the teachers 

are teaching so that she can help her students make connections to it during designated ELD. Excerpts 

from the four texts the teachers examine are provided below: 

• First Amendment to the U.S. Constitution of the United States (1791) states: 
“Congress shall make no law respecting an establishment of religion, or prohibiting the free 

exercise thereof; or abridging the freedom of speech, or of the press, or the right of the people 

peaceably to assemble, and to petition the Government for a redress of grievances.” 

• Tinker v. Des Moines (1969) 
Court Ruling: Student expression may not be suppressed unless it substantially disrupts the 

learning environment. 
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In December 1965, John and Mary Beth Tinker of Des Moines, Iowa, wore black armbands to 

their public school as a symbol of protest against American involvement in the Vietnam War. 

When school authorities asked the students to remove their armbands, they refused and were 

subsequently suspended. The Supreme Court decided that the Tinkers had the right to wear the 

armbands, with Justice Abe Fortas stating that students do not “shed their constitutional rights to 

freedom of speech or expression at the schoolhouse gate.”  

• Bethel School Dist. No. 403 v. Fraser (1987): 
Court Ruling:  Schools may sanction students for using indecent speech in educational settings. 

A student who gave a sexually suggestive speech at a high school assembly was suspended. 

The Supreme Court ruled that offensively vulgar, lewd, and indecent speech is not protected by 

the First Amendment and that school officials could sanction students for this type of speech 

since they need to have the authority to determine appropriate speech for educational 

environments, stating that the “constitutional rights of students in public school are not 

automatically coextensive with the rights of adults in other settings.”  

• Hazelwood v. Kuhlmeier (1988):  
Court Ruling:  Administrators may edit the content of school newspapers. 

In May 1983, Hazelwood East High School Principal Robert Reynolds removed pages from the 

school newspaper because of the sensitive content in two of the articles. The articles covered 

teenage pregnancy at the school and the effects of divorce on students. The Supreme Court 

decided that Principal Reynolds had the right to such editorial decisions, as he had “legitimate 

pedagogical concerns.” 

• Morse v. Frederick (2007) 
Court Ruling:  School officials can prohibit students from displaying messages or engaging in 

symbolic speech that promotes illegal drug use. 

At a school-supervised event, student Joseph Frederick displayed a banner that read “Bong Hits 

4 Jesus,” a slang reference to smoking marijuana.  Deborah Morse, the school’s principal, 

confiscated Frederick’s banner and suspended him from school for ten days, citing a school 

policy that bans the display of material advocating illegal drug use.  Frederick sued, and the 

Supreme Court ruled that school officials can prohibit students from displaying messages that 

promote illegal drug use.  

The learning target for the first few days of lessons and the focal standards addressed in them 

are provided below: 

Learning Target: Students will analyze four landmark court cases about students’ First 

Amendment rights to free speech to determine to what extent these rights are protected.  

CA CCSS for ELA/Literacy in Focus:  
RI.8.1,  - Cite the textual evidence that most strongly supports an analysis of what the text says 

explicitly as well as inferences drawn from the text; RI.8.2 - Determine a central idea of a text 
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and analyze its development over the course of the text, including its relationship to supporting 

ideas; provide an objective summary of the text; SL.8.1c - Come to discussions prepared, 

having read or researched material under study; explicitly draw on that preparation by referring 

to evidence on the topic, text, or issue to probe and reflect on ideas under discussion; L.8.4c. 

Consult general and specialized reference materials (e.g., dictionaries, glossaries, 

thesauruses), both print and digital, to find the pronunciation of a word or determine or clarify 

its precise meaning or its part of speech.  

CA ELD Standards in Focus (Bridging): 
ELD.PI.1 - Come to discussions prepared, having read or researched material under study; 

explicitly draw on that preparation by referring to evidence on the topic, text, or issue to probe 

and reflect on ideas under discussion; ELD.PI.2 - Adjust language choices according to task 

(e.g., facilitating a science experiment, providing peer feedback on a writing assignment), 

purpose, and audience; ELD.PI.6a - Explain ideas, phenomena, processes, and text 

relationships (e.g., compare/contrast, cause/effect, problem/solution) based on close reading 

of a variety of grade-level texts and viewing of multimedia with light support. 

CA History-Social Science Standards in Focus:  
8.2 - Students analyze the political principles underlying the U.S. Constitution and compare the 

enumerated and implied powers of the federal government.  

Lesson Excerpts:  
Mr. Franklin provides an overview of the unit, telling them that, over the next two weeks, they’ll 

engage in a variety of reading, writing, discussion, and viewing tasks in order to learn more about their 

freedom of speech rights so that they can articulate a civil response to the principal’s decision. He 

explains that, today, they will begin reading about one of several court cases that will provide them with 

information about “freedom of expression” in public schools. The “big question” they will be learning to 

address is:  

Should students be allowed to express any message or point of view while they are at school?  

He posts this “big question” on the wall, in a section that he has prepared for posting terms and 

photographs related to the unit, as well as current news articles related to free speech. He previews 

several terms (such as symbolic act, prohibit, majority opinion, minority opinion, exercise rights, in favor 

of) from the texts, which he suspects will be challenging or new for them, and he also highlights some 

words for which they may know other meanings than those that are in the text (such as exercise). He 

provides the students with a “First Amendment Cases” terms sheet, which contains the words, as well as 

their explanations and an example of the terms in use.  

Mr. Franklin briefly previews the content of the short Tinker v. Des Moines text, and he provides a 

quick overview of the historical context for the case (the Vietnam War, the 1960’s). He shows the 

students photographs of anti-war protests in the U.S. and a short video about the case made by a high 

school student. He asks the students to discuss their initial impressions about the case so far in their 
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table groups. 

He then asks the students to follow along as he reads the Tinker v. Des Moines text aloud, 

referring to their terms sheet if needed. Before reading, he asks them to just try to get the big ideas in the 

text and not to worry too much about the details, and he lets them know that they’ll be reading the text 

two more times. As he reads, he stops at strategic points in the text to explain terms and model good 

reading behaviors, such as thinking aloud to summarize what he’s read or to figure out challenging words. 

After he reads, he asks students to turn to a partner and briefly discuss what they think the text is about. 

He acknowledges that the text is challenging, both in terms of the content and the language used.  

Mr. Franklin: This is a pretty complex text, and you might not know every single word or 

understand everything perfectly the first time you listen to or read this. With texts like this one, 

you need—I even need—to read it several times because there are lots of layers in it. That’s the 

kind of reading we’re going to be doing: layered reading. I like to call it that because each time 

you go back to the text and read it again, you peel away the different layers of meaning, just like 

you can pull away the layers of this artichoke. 

As he explains, he pulls out a real artichoke. He tells them that in order to get to the heart of the 

artichoke, he has to work at it and peel away first the outer layers and then the inner layers, and then 

finally, when he gets to the center, he has to do some additional peeling away in order to get to the heart. 

He shows them a photo of a peeled artichoke with all of the leaves piled high on a plate. 

Mr. Franklin: What’s interesting to me is that once I’ve peeled away the layers, there’s more on 

my plate than when I started peeling. That’s how it is when you read a text very closely, in a 

layered way: you end up understanding more about the text each time you read it, with more on 

you plate than when you started. 

He provides his students with a “focus questions” handout, and he discusses the questions with 

them to make sure they understand what to look for. The focus questions for the Tinker v. Des Moines 

text are provided below: 

Tinker v. Des Moines Focus Questions 

1. What was the case about? 

2. How did the three students involved in this case participate in expressing 

“symbolic speech?” 

3. How did the school try to justify prohibiting the students' rights to free speech? 

4. Why did the Supreme Court rule in favor of the students and say that the 

school did not have just cause (fair reasons) for banning the armbands? 

 

He asks the students to read the short text independently and to write their comments in the 

margins of the text and to take notes on the focus questions handout. Each student has a dictionary to 

look up unfamiliar words as they are reading independently, including bilingual dictionaries for students 

who choose to use them. (Earlier that morning during designated ELD, Mrs. García previewed the text 
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and the focus questions for the EL students at the late Emerging and early Expanding levels of ELP.)  

Next, Mr. Franklin asks them to read the text again with a partner, taking turns to read chunks of 

the text and adding notes to their focus questions handout. Mr. Franklin then asks the partners to join one 

or two other sets of partners to discuss their notes. As they engage in their discussions, he listens in to 

determine how they are interpreting the information. Julissa, Caitlin, Sirtaj, and Liam are discussing the 

text at their table. 

Julissa: Caitlin and me said that the Supreme Court ruled for the students because they were 

quiet and not making any problems when they were wearing the armbands.  They weren’t – what 

did it say (looking at her notes) – they weren’t disrupting the school activities. 

Caitlin: Yeah, can I add something? There’s something here about that, about them not disrupting 

what was happening in school. The judges said, “There is no indication that the work of the 

schools or any class was disrupted … there were no threats or acts of violence on school 

premises.” So, the Supreme Court ruled in their favor because they weren’t really interfering with 

the other students’ rights.  

Sirtaj: I think that’s why the school was wrong. The Supreme Court said that they had to protect 

the free speech at school, for the students’ free speech. Here it says, “… students are entitled to 

freedom of expression of their views…” and here, it says that what the school did “is not 

constitutionally permissible.”  

Caitlin: What does that mean? “Constitutionally permissible?” 

Julissa: It sounds like permission. Like they don’t have permission to do that. 

Caitlin: So, they don’t have the permission to do that in the constitution?  

Liam: Yeah, I think that’s what that means. So schools can’t tell students they can’t wear 

something unless they have evidence that it’s disrupting what’s happening in the school or that 

it’s interfering with the rights of other students. If they don’t have evidence, then it’s not permitted 

in the constitution. 

Mr. Franklin: Can you say a bit more about why the Supreme Court ruled in favor of the students? 

Julissa: The judges said that the students weren’t hurting anyone at the school when they were 

wearing the armbands. They were just expressing their beliefs about the Vietnam War in a 

peaceful way. They weren’t saying it, but they were showing it in a (looking at her notes), in a 

symbolic way. 

Mr. Franklin: And what was guiding the Supreme Court’s decision? 

Julissa: It just wasn’t fair. It wasn’t … it wasn’t fair in the First Amendment, and the judges had to 

look at the First Amendment when they decided if it was fair. 

The groups continue to discuss the focus questions, going back into the text to find evidence and 

clarify their thinking. To wrap up the day’s lesson, Mr. Franklin asks his students to discuss the following 

question at their table groups for a few minutes and to then spend a couple of minutes responding to the 

following question: 
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How might a school justify protecting its students’ rights to free speech? 

The next day, now that Mr. Franklin’s students have had an opportunity to use the “layered 

reading” process on one text, he has them follow the same process for reading three other texts. This 

time, however, he will split the class into three groups. Each group will read only one of three cases 

(Bethel School Dist. No. 403 v.  Fraser, Morse v. Frederick, or Hazelwood School District v. Kuhlmeyer). 

They will have an opportunity to discuss the focus questions and the text with an “expert partner,” or 

another who read the same text, and then a second time with an “expert group” comprised of four to six 

students who read the same text. The following day, they will meet in “jigsaw groups” comprised of six 

students—with two students who read each text—so that each set of partners can share what they 

learned from their text and learn about the other two texts, which they didn’t read. 

Once the students have had a chance to delve deeply into the four texts by reading them closely 

and discussing them in depth, they’ll apply this knowledge in a variety of ways in collaboration with 

others: conducting additional research on the case that interests them the most, writing a script for and 

recording a newscast on the case, engaging in a debate about the big question, writing a letter to the 

principal and discussing it with him. The outline for the two-week mini-unit is provided below: 

Freedom of Speech Mini-Unit 

Day 1 
Whole group & small group 

reading: Tinker vs. Des Moines  

• Preview the 2-week unit, 

discuss new terms 

• Read aloud 

• Students read 

independently and take 

notes on “focus questions” 

handout 

• Students read the text a 

second time with a partner  

• Students discuss notes in 

their table groups 

• Facilitate whole group 

discussion  

 

Day 2 
Expert group jigsaw: The three 

other court cases  

• Students read one text 

independently with “focus 

questions” handout 

• Students read the text a 

second time with an “expert 

group” partner  

• Students meet in “expert 

groups” (4-6 students) to 

discuss the text 

• Students re-read the text a 

third time for homework, 

highlighting any ideas or 

phrases that are still 

confusing  

• Students do quick-write 

summarizing the text 

• Teach vocabulary in depth: 

justify, prohibit, protection 

Day 3 
Expert Group Jigsaw 

(continued) 

• Students meet in their 

expert groups and agree on 

specific information that they 

will all share in their jigsaw 

groups 

• Students meet in jigsaw 

groups (6 students) to 

discuss three texts 

• Students go back to “expert 

groups” to compare their 

“jigsaw group” notes 

• Debrief with whole group to 

clarify understandings 

• Students do quick-write 

summarizing the three texts 
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Day 4 
Research 

• Students choose one 

court case they’re most 

interested in 

researching further and 

gather in groups.  

• Students conduct 

internet research to 

gather additional 

information about the 

case (teacher has 

bookmarked sites as a 

start) 

• Students take notes 

using note-taking 

handout 

Days 5-6 
Newscasts 

• Show a model newscast 

about a court case 

• Facilitate a discussion about 

the structure of a newscast 

and what type of language 

is used 

• Students meet in their 

“interest groups” and write a 

short newscast of the court 

case with required elements 

• Check in with groups to 

review the newscast 

• Students practice their 

scripts and record their 

newscasts  

Day 7 
Newscasts (continued) 

• Students watch all the 

newscasts and take notes 

using handout on the 

content and language used 

• Facilitate discussion about 

how well the issues were 

addressed and how 

persuasive the language 

was in the newscasts 

 

Day 8 
Debate 

• Students work in small 

teams (3 for and 3 against 

the position in each team), 

and use the texts and their 

notes to support their 

position on: 

“Should students be allowed 

to express any message or 

point of view while at 

school?” 

 

• Whole group debate 

 

Day 9 
Write Letter Collaboratively 

• Students discuss and chart 

words and phrases 

important to include in a 

letter 

• Facilitate a whole class, 

jointly constructed letter to 

the principal 

• Students rehearse in small 

groups discussion of letter, 

going back to evidence 

gathered. 

• Students write first draft of 

their own letters to the editor 

about free speech 

• Debrief with whole group  

Day 10 
Present Letter and Write 

Independently 

• Students invite principal in 

to discuss the letter and 

engage in dialogue. 

• Students finish their 

individual letters in peer 

editing groups (letters will be 

posted, and students can 

choose to send in a copy to 

the local newspaper) 

 

When the students engage in the newscast script-writing, Mr. Franklin provides the following 

guidelines that each script must meet: 
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• Includes brief overview of the freedoms established by the First Amendment 

• Provides a summary of the case 

• Explains the main points made in the Court’s majority opinion 

• Explains the main points made in the Court’s dissenting opinion 

• Includes interviews with key people involved in the case (such as the students involved, parents, 

school staff, attorneys, but not the Supreme Court justices since they have little or no direct 

contact with the press) 

At the end of the two-week unit, Mr. Franklin facilitates a whole group, jointly constructed text: a 

letter to the principal persuading him to “refine” his approach to limiting students’ First Amendment free 

speech rights. The excerpt below includes evidence from an article the students found during their 

internet search: 

We learned that, according to legal scholar Nathan M. Roberts, “administrators when confronted 

with a student speech issue should now categorize the speech into one of the following four 

categories:  (1) constitutes a substantial disruption; (2) is offensive; (3) is school sponsored or 

carries the imprimatur of the school; or (4) could be reasonably interpreted as advocating for 

illegal drug use.  Once the speech is categorized, administrators must analyze it under the 

appropriate standard to determine if it is permissible student expression.” We agree with this 

suggestion, and we invite you to include it in our school’s policy. 

After the students jointly construct the letter to the principal, Mr. Franklin asks them to write their 

own letter to either the school or city newspaper. He shows them two recent examples of letters to the 

editor, written by teenagers, in the local newspaper, and he briefly discusses with the students what the 

purpose of the letters are, how many words the letters have, and the tone of the letters. He encourages 

them to use these letters as a model for their own. The students will have an opportunity to edit their 

letters with peers, and Mr. Franklin offers to provide further editing support, if they choose to submit the 

letters to a newspaper.  

Next Steps:  
Mr. Franklin, Ms. Austin, and Mrs. García meet to reflect on the unit and to review the individual 

letters students wrote. They look for patterns in understandings and misunderstandings so that they can 

clarify in the appropriate classes. For example, Mr. Franklin will address misunderstandings having to do 

with the readings on the court cases, and Ms. Austin will clarify understandings about the First 

Amendment and the role of the Supreme Court. Mrs. García works with both teachers to address literacy 

challenges the students exhibit in their letters (e.g., cohesion, sentence structure, vocabulary), and she 

will also continue to address argument writing with a focus on language during designated ELD. 

The teachers have noticed that their students have started noticing many current events related 

to free speech. For example, one student brought in a newspaper article about a person who was a legal 

resident in the U.S. had been deported to their home country because they spoke to the press. The 

students ask to delve more deeply into the topic, and the teachers decide to extend the unit for another 
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week. After surveying the classes, the teachers develop guidelines for a multimedia project (using Prezi 

or iMovie, for example) that students will develop in collaborative groups in order to demonstrate their 

understandings from the unit and to connect them with current events and their own experiences.  

Sources:  
National Constitution Center “Free to Be You” lesson plans for grades 6-8 and 9-12. 

Journal of Educational Controversy “Bong Hits 4 Jesus”:  Have students’ First Amendment rights to free 

speech been changed after Morse v. Frederick?” by Nathan M. Roberts, J.D., Ph.D. 

Hirvela, Alan (2013). Preparing English Language Learners for Argumentative Writing. In Luciana C de 

Oliveira and Tony Silva (Eds.) L2 Writing in Secondary Classrooms. Routledge: New York. 

Resources 
Lesson plans and units for engaging students in debatable issues, along with videos of the lessons 

in action, can be found at the Word Generation website. Primary and secondary source documents and 

other teaching materials can be found at: 

• National Constitution Center 

• Landmark Cases of the U.S. Supreme Court  

• American Bar Association Division for Public Education 

• Constitutional Rights Foundation 

• Center for Civic Education 

• First Amendment Freedom Forum 

• Student Press law Center 

• Legal Information Institute, Cornell University Law School 

• FindLaw for Legal Professionals 

 2822 

Designated ELD Vignette 2823 

The example in Vignette 6.5 illustrates good teaching for all students with 2824 

particular attention to the learning needs of English learners. In addition to good first 2825 

teaching, English learners benefit from intentional and purposeful designated ELD 2826 

instruction that builds into and from content instruction and focuses on their particular 2827 

language learning needs. Vignette 6.6 illustrates an example of how designated ELD 2828 

can build from and into the types of lessons outlined in the first vignette. The vignette 2829 

below illustrates how teachers can support their ELs to engage in debates, which 2830 

provides a bridge to successful argumentative writing. 2831 

 2832 
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Vignette 6.6 Designated ELD Instruction in Eighth Grade 
Using Persuasive Language to Debate 

Background:  
Mrs. García teaches designated ELD to sixteen eighth graders in her school who are at the late 

Emerging and early Expanding levels of English language proficiency (ELP). Mrs. García also meets with 

a select group of “long term English learners” (EL students who have been in U.S. schools for more than 

six years) during 7th period for a disciplinary literacy class. This class includes involvement by community 

mentors, positive role models who have committed to building strong relationships with these students 

through high school graduation with the explicit goal of supporting their mentees to make deliberate 

decisions that will allow them to attend college and/or pursue the career of their choice. All EL students 

have a zero period where they take an elective, thereby extending their school day, which ensures that 

ELs receive targeted language instruction but do not miss out on any content classes and electives, such 

as art and music. 

Lesson Context:  
Mrs. García collaborates with the 8th grade English teachers and content teachers at the school to 

ensure that the designated ELD instruction students receive is directly aligned with the expectations their 

teachers have for their students’ language use. During their planning, the teachers agree that, due to the 

fact that they integrate ELD in their content instruction, their ELs at the late Emerging and early 

Expanding levels of ELP, who have been in U.S. schools for two to three years, will be able to fully 

participate in most of the tasks. However, they anticipate that there are some tasks that these students 

will need additional support with, due to their particular language learning needs.  

The eighth graders are learning about students’ First Amendment rights and will be engaging in a variety 

of literacy tasks to develop and convey their understandings of the topic (see Vignette #1 above). One of 

the tasks students will engage in is a debate about the big question:  

“Should students be allowed to express any message or point of view while at school?”  

When they plan together, the 8th grade team 

determines that their EL students at the late Emerging and early Expanding levels of ELP would benefit 

from additional support in engaging in the literacy tasks for the First Amendment unit. In preparation for 

the series of lessons she’ll teach, Mrs. García has gathered several short articles about debatable topics. 

The students will read the articles, discuss them, learn about the language in the articles, learn about 

language that is useful for debating, and apply their knowledge of the content and language to engage in 

several debates. Mrs. García’s ultimate goal is for her students to be able to engage in the debates and 

persuasive writing tasks in Mr. Franklin’s English class, as well as other content areas. The learning 

target and focus standards in Mrs. García’s lesson plans for this series of lessons are provided below: 

 

Learning Target: Students will read about debates, practice engaging in debates, and discuss 

language powerful for debates. 
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Primary CA ELD Standards Addressed (Expanding level shown):  
ELD.P1.8.3 - Negotiate with or persuade others in conversations (e.g., to provide counter‐

arguments) using learned phrases (I agree with X, but . . .) and open responses; ELD.PI.8.4 - 

Adjust language choices according to purpose (e.g., explaining, persuading, entertaining), task, 

and audience; ELD.P1.8.5 - Demonstrate active listening in oral presentation activities by 

asking and answering detailed questions with occasional prompting and moderate support; 

ELD.PI.8.11 - a) Justify opinions or persuade others by providing relevant textual evidence or 

relevant background knowledge with moderate support. b) Express attitude and opinions or 

temper statements with a variety of familiar modal expressions (e.g., possibly/likely, 

could/would); ELD.PI.8.12a - Use a growing set of academic words …; ELD.PII.8.1- Apply 

understanding of the organizational features of different text types … (debate here is seen as a 

text type; application of other Part II standards, as well) 

 

Lesson Excerpts 
Mrs. García begins by explaining that for the next couple of weeks, they’re going to be reading 

about topics that are “debatable,” that is, people typically have strong opinions about the topic and good 

reasons to support these opinions. Often, they will write arguments to express their opinions and try to 

persuade others to do something or at least to think about the topic in different ways. They may also 

engage in a debate, which can be informal or formal. She tells them that they’re going to learn how to 

engage in more formal debates, which they’ll be doing a lot of in their content classes. She gives them a 

brief explanation of what “justify” means in English and provides cognates for the word (where they exist) 

in students’ primary languages (e.g., justificar in Spanish) and translations in students’ primary languages 

for those that don’t have cognates for the word (e.g., palawang-sala in Filipino).  

She tells them an example of when she’s debated with others in everyday life, and then she asks 

them if they’ve ever debated an issue with anyone and how they did it. She gives them a few moments to 

think about this, jot down their ideas, and then share with a partner. She also provides them with 

sentence frames to support them to use the words “debate” and “justify” in their short conversation (I 

debated about ______ with ______. My opinion was ____, and I justified it by saying ____.)  

Mrs. García: Okay, so you can see that in real life, you’re engaging in debate, trying to persuade 

other people of your point of view, all the time. So you already know something about debate. 

Now we’re going to discuss how we debate in an academic environment, like school, and we’re 

going to learn how to debate like scholars. 

Mrs. García poses the question that is the topic of lessons for the week, and she also writes it on 

the white board: 

Students should be able to debate issues in school. 

She clarifies the meaning of the question and then asks the students to think it for a moment and 
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rate the degree to which they agree with the statement on a continuum (completely agree, agree, don’t 

have an opinion, disagree, completely disagree) and to jot down a few ideas to explain why. Then, she 

asks them to discuss their responses at their table groups. She reminds them to refer to the “Scholarly 

Discourse Ideas” chart in the classroom as they engage in their conversations. All of the 8th grade classes 

have been using and adding to the chart since the beginning of the school year, and Mrs. García notices 

that her EL students frequently refer to it to find ways to engage in their collaborative conversations. 

 

Scholarly Discourse Ideas 

To ask for clarification: 

Can you say more about ___? 

What do you mean by ____? 

Can you show me evidence in the text 

that ___? 

To affirm or agree: 

That’s an excellent point because ___. 

What you said about ___ resonated with 

me because ___. 

 

To build or add on: 

I’d like to add on to what you said. 

Also, ___. 

Another thing I noticed was that ___. 

 

To disagree respectfully: 

I agree with you, but ____. 

You make a good point, but have you 

considered ____. 

I can see your point. However, _____. 

 

After she debriefs the small group conversations with the whole group, she previews the text 

students will read. The short article contains some content that may be unfamiliar to students (e.g., civil 

rights movement, boycott), so she explains the ideas. The text also contains many general academic 

words, and she previews the meaning of some of them. (She will teach eight of the words/terms more 

intensively over the next two weeks: justify, protest, avoid, bias, perspective, controversy, defined by, 

issue. She also asks the other 8th grade teachers to use the words as much as they can so that students 

experience them in different contexts.) 

The process she uses to facilitate students’ reading of the short text is as follows: 

• Teacher reads the text aloud as students follow along in their texts 

• Students discuss the big ideas in the text in pairs and then debrief with teacher 

• Students partner read the text  

o each partner reads a section 

o the other partner uses a “careful reading tips” bookmark to clarify understandings of the 

section  

o the two briefly discuss their ideas, write questions and notes in the margins, and highlight 

or circle terms that are unclear  

o swap roles and read the next chunk until the whole text has been read 

o discuss questions at the end of the text and go back to clarify terms and understandings 
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• Teacher debriefs with the whole group 

The text and “careful reading tips” bookmark are provided below: 

Should School Be a Place for Debate? 
(wordgeneration.org) 

In room 207, Mr. Smith is teaching his students about the civil rights movement. He 

asks the students questions such as, “Who were the freedom riders?” or “What year was the 

Montgomery bus boycott?” It is easy for students to find the answers in their textbooks. Mr. 

Smith tells the students whether they are right or wrong. On Friday, they will have a quiz about 

these facts.  

Careful Reading Tips 

Do Say 

Think about what the section 

means 

I’m not completely clear about what this part is about, but I 

think it might mean… 

I think this section might mean __ because __. 

 

Summarize what the section 

says 
What I understand about this section so far is _____. 

The main ideas/events in this section are ___. 

 

In room 209, Ms. Miles is also teaching about the civil rights movement. She asks her 

students, “Is peaceful protest the best way to make things change for the better?” The students 

have a debate. Some think Martin Luther King was right to tell protesters to avoid violence. 

Others believe that sometimes violence is necessary when people will not listen to reason. They 

ask Ms. Miles for the right answer, but she says there is no right answer.  

Some people believe that kids in school should only learn about facts. These people 

think students should get information from their textbooks or teacher and memorize it. That way, 

some argue, everybody will learn the same things and they can all do well on tests.  

Other people think debates can be hard because there are no right answers. 

Sometimes everybody learns different things from a debate. This makes it hard for teachers to 

give a test to find out what students have learned. Debates also take a lot of time. Teachers 

who have debates may not be able to cover as many topics in class. Then, students may not 

learn all of the facts in the textbook.  

However, debates may help students understand why the facts they learn in school are 

important. We live in a democracy, where everyone needs to know how to form and justify 

opinions in order to make decisions. Students will not always have a teacher or a textbook to 

give the right answers, so young people need to learn to think for themselves. Each person has 
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a unique perspective defined by his or her knowledge, experience, and attitudes. Even 

teachers and textbook authors have their own perspectives.  

Through a classroom debate, students hear their classmates’ opinions. Students justify 

their opinions with evidence from texts and based on their own experiences. Sometimes, 

hearing from classmates who disagree with them makes students learn about their own biases 

and understand a problem in a new way. Hearing classmates’ perspectives during a debate 

can help students understand the complexity of many important issues. Whether it is better to 

have teachers teach from the text or to have students engage in debates is a continuing 

controversy in education.  

What do you think? Should students learn only facts in school? Or should debates be 

an important part of their education? 

 

After their partner reading, Mrs. García debriefs the reading with the students to clarify 

understandings and terms. To close the lesson, she asks them to write a paragraph in response to the 

questions at the end of the reading, and she asks them to read the text again for homework, using an 

English dictionary or bilingual dictionary to look up words they still don’t understand.  

The next day, Mrs. García asks the students to briefly share and discuss what they wrote in their 

table groups and then collects the students’ writing. She’ll analyze it using a framework she’s developed 

based on the CA ELD Standards to determine language areas she needs to focus more intensively on 

(e.g., combining ideas in sentences, expanding and enriching ideas using adjectives or prepositional 

phrases).  

Mrs. García: Now that you’ve had a chance to read and think about debates and whether or not 

debates should happen in school, we’re going to actually debate that issue. In high schools in our 

district, there’s a debate league where teams of students from each school debate controversial 

issues. In order to be on the debate team, you have to learn how to be a skillful debater. A skillful 

debater is someone who can justify more than one perspective. For example, a debater might 

start by arguing that students should study hip hop lyrics because it’s really like poetry. Then, she 

can change positions and argue that students should not study the lyrics because they make 

people violent. The skillful debater has to put personal opinions and biases aside and debate the 

issues using good reasons and evidence to justify the position. The teams that win based are the 

ones that can justify each perspective. That’s what you’re going to be doing: learning how to be a 

skillful debater.  

She splits the class into two groups, and she guides the class to facilitate guidelines for debates, 

based on their reading (she fills in what the students do not yet know about debates). Next, she randomly 

assigns each group a position: 

• Debates do not belong in schools. They take too much time, and students need to learn so much 

material.  
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• Debates should be used in schools. Reading from textbooks and listening to lectures is boring for 

students so they do not learn the material. Debates would get students interested so they would 

learn more. 

The process she uses to engage students in the debates is the following: 

Debate Process 
(adapted from wordgeneration.org) 

1. Half of the class discusses their positions while the other half observes and 

takes notes (fishbowl approach), using two guiding questions to critique the 

debate:  

• Are the debaters providing reasoning and evidence? Are important words 

from the reading used?  

2. The two groups of students switch roles so that the observers (now debaters) 

get a chance to discuss the issue. The observing group then critiques the 

debate. 

3. Debrief with the whole group on their use of reasoning and evidence, 

argumentation, and precise words, as well as their use of scholarly discourse. 

(Once the students become used to debating, Mrs. García will add two additional 

steps after step 2 (step 3 above becomes step 5): 

3. The two groups switch roles again. This time, they try to apply counter 

arguments to the positions of the other students. The observing group then 

critiques the debate. 

4. The two groups once again switch roles. This time, they try to apply counter 

arguments to the positions of the other students. The observing group then 

critiques the debate. 

 

Part of the conversation that takes place during the debate is provided below: 

Dante: I have two things to say. First, I think debates should be used in school because they’re 

more fun for the students. 

Phuong: That’s an excellent point because it’s a lot more fun to talk about things than to just read 

and write all the time. When you talk about things, you learn more, too. 

Celia: I have something to add. In the article, it says that when you debate, you get to hear what 

other people in your class think, so you get to learn from what they know. You get to hear their 

perspectives that you might not know. 

Dante: Another thing I noticed is that you don’t just hear what they say. They have to justify what 

they think. So for example, in a debate, you really have to pay attention to what people are saying 

so you can agree or disagree. And you have to be able to say what you really think because you 

have to justify yourself. I mean, you have to justify your opinion. 
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Roxana: Also, in some other classes, we just have to sit and listen and be quiet all the time. 

That’s really boring, and sometimes I fall asleep. I think that’s a good reason to have debates. 

Once the students have practiced debating the issue using steps 1-3, they go back to the 

guidelines for debating and add to it and revise it so they can use it as a resource for the next debate 

they’ll have. 

Next Steps 
Mrs. García observed her students as they were debating and noticed that they were very 

engaged in the conversation—whether they were debating or observing—and that they were applying 

both their knowledge of the content and English. However, while the issue of debating in schools was a 

good foundation for discussing debate, she felt that the issue was not that controversial. She plans to 

provide more frequent opportunities for her students to debate about more controversial topics (e.g., 

Should English be the official language of the United States? How should schools prevent bullying?). 

At the end of the week, Mrs. García asks her students to write a response to the question, 

“Should students should be able to debate issues in school?” Using the framework for analyzing writing 

she developed based on the CA ELD Standards she compares this response to the one students wrote at 

the beginning of the week. In her analysis, finds that not only do most of the students have more to say 

about the topic, they are applying their knowledge of the language used in the text and debates to their 

writing. For example, all of the students use the words justify, debate, and perspective. In addition, in the 

second writing piece, most students write sentences that are more grammatically complex (e.g., complex 

sentence, use of prepositional phrases, long noun phrases) than their first writing sample. 

Mrs. García meets with the 8th grade teaching team to share the students’ writing and her 

observations from their debates, and the team uses this information to shape and refine upcoming 

lessons and projects. 

Sources: 
Lesson adapted from materials on the Word Generation website:  

Should schools be a place for debate? 

Should doctors be allowed to assist seriously ill patients to commit suicide? 

Should secret wire-tapping be legal? 

“Careful Reading Tips” Bookmark adapted from QTEL, WestEd. 

Resources: 
For many more ideas on how to engage middle school students in reading, writing, and discussing 

debatable issues, including lesson and unit plans and videos of the lessons in action, see the Word 

Generation project.  

 2833 

Conclusion 2834 

The information and ideas in this grade-level section are provided to guide 2835 

teachers in their instructional planning. Recognizing California’s richly diverse student 2836 
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population is critical for instructional and program planning and delivery. Teachers are 2837 

responsible for educating a variety of learners, including advanced learners, students 2838 

with disabilities, ELs at different English language proficiency levels, Standard 2839 

English learners, and other culturally and linguistically diverse learners, as well as 2840 

students experiencing difficulties with one or another of the themes presented in this 2841 

chapter (meaning making, effective expression, language development, content 2842 

knowledge, and foundational skills).  2843 

It is beyond the scope of a curriculum framework to provide guidance on meeting 2844 

the learning needs of every student because each student comes to teachers with unique 2845 

needs, histories, and circumstances. Teachers need to know their students well through 2846 

appropriate assessment practices and other methods in order to design effective 2847 

instruction for them and adapt and refine instruction as appropriate for individual learners. 2848 

For example, a teacher might anticipate before a lesson is taught—or observe during a 2849 

lesson—that a student or a group of students will need some additional or more intensive 2850 

instruction in a particular area. Based on this evaluation of student needs, the teacher 2851 

might provide individual or small group instruction or adapt the main lesson in particular 2852 

ways. Information about meeting the needs of diverse learners, scaffolding, and modifying 2853 

or adapting instruction is provided in Chapters 2 and 9. Importantly, students will not 2854 

receive the excellent education called for in this framework without genuine collaborations 2855 

among those responsible for educating California’ children and youth. (See Figure 6.2530). 2856 

Eighth grade students are poised to make the last transition before leaving 2857 

elementary and secondary education. Moving to high school is a big step for all 2858 

students and one full of new challenges and new interests. May the preparation they 2859 

have done in language and literacy in middle school serve them well as they enter the 2860 

next phase of their education.  2861 

 2862 

Figure 6.2530. Collaboration 2863 

Collaboration: A Necessity 
Frequent and meaningful collaboration with colleagues and parents/families is critical for ensuring 

that all students meet the expectations of the CA CCSS for ELA/Literacy and the CA ELD Standards. 

Teachers are at their best when they regularly collaborate with their teaching colleagues to plan 

instruction, analyze student work, discuss student progress, integrate new learning into their practice, and 
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refine lessons or identify interventions when students experience difficulties. Students are at their best 

when teachers enlist their collaboration and that of parents and families as partners in their student’s 

education. Schools are at their best when educators are supported by administrators and other support 

staff to implement the type of instruction called for in this framework. School districts are at their best 

when teachers across the district have an expanded professional learning community they can rely upon 

as thoughtful partners and for tangible instructional resources. More information about these types of 

collaboration can be found in Chapter 11 and throughout this framework. 
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	In content instruction with integrated ELD, all teachers with ELs in their classrooms use the CA ELD Standards to augment the instruction they provide. English learners at the emerging level of English language proficiency, particularly ELs who are ne...
	Teachers might also use some of these texts as mentor texts and explicitly show the students how they are organized, specific information that is typically included in arguments (e.g., evidence from credible sources), and particular language that is u...
	Students at the Expanding and Bridging levels of English language proficiency may not need all of these scaffolding techniques or such an intensive level of support. As they progress in their understandings of English and their abilities to use Engli...
	Figure 6.2428. Using the CA ELD Standards in Integrated ELD
	Designated ELD is a protected time during the regular school day when qualified teachers work with ELs. Students are grouped by similar English proficiency levels and teachers focus on critical academic language the students need to develop in order t...
	ELA/Literacy and ELD in Action


